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ABSTRACT

THE EXPERIENCES OF HIGH SCHOOL TEACHERS IN
MASSACHUSETTS WITH THE HISTORY AND SOCIAL SCIENCE

CURRICULUM FRAMEWORK
SEPTEMBER 2003
MARGARET HARRIS, BS.ED., BOSTON STATE COLLEGE
M.L.S., BOSTON UNIVERSITY, BOSTON, MA
M.S.Sc., SYRACUSE UNIVERSITY, SYRACUSE, NY
Ed.D. UNIVERSITY OF MASSACHUSETTS, AMHERST

Directed by: Professor Sonia Nieto

In response to the current educational reform movement that has ensued as a
result of the publication of A Nation at Risk( 1983), the Massachusetts legislature passed
the Educational Reform Act in 1993. From this Act, an educational reform plan was
developed for all public schools, and curriculum frameworks were written for the major
academic areas. The frameworks recommend what should be taught, and they encourage
teachers to align their curriculum with the frameworks.
This dissertation describes a qualitative study based on in-depth interviews with
15 teachers throughout the state of Massachusetts, from the fall of 1999 through the fall
of 2001. The study investigated the experiences these teachers had had with the
Massachusetts History and Social Science Curriculum framework. The teachers who
were interviewed represent a cross-section of teachers diverse in geographic location,
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number of years teaching, gender, ethnicity, and experience with curriculum
development. The extensive responses to the interviews were analyzed in light of the
research questions in this study. Through the literature review, documents, and the
interviews, I was able to analyze teachers' experiences working specifically with the
history and social science framework, and to assess the impact that the framework was
having on their teaching, curriculum development, and student learning.
This analysis revealed consistent patterns and themes. These included teachers’
common school experiences of not having an organized school curriculum prior to the
framework; their perception of the lack of multiculturalism in the framework; and their
concerns about the exclusion of teachers from the framework process.
The information analyzed from the interviews can be used to guide school
systems in the development of educational policies, as well as in the creation of
curriculum. This study has the potential to assist those interested in both professional
development and teacher education.
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CHAPTER 1
INTRODUCTION
I do not feel limited by the framework. I am feeling that here is what I need to
teach but how I teach it is my challenge as an educator. How am I going to make
this content come alive in the classroom? How am I going to teach this to a class
where I have three Portuguese speaking students, three students with their own
educational plans and four or five students who have difficulty reading along with
15 other students who are heterogeneously grouped? That is the excitement and
challenge that I face, not that the framework is so limiting. I use it for what it is,
as a guide for the content that I need to teach.

The above is a quote from Lisa, a public school teacher who was the first teacher I
interviewed in a pilot study on teachers’ experiences with History and Social Science

Curriculum Framework (1997), part of the implementation of the Education Reform Act
for Massachusetts (1993). This was her response to my question on the impact of the
framework guidelines on her curriculum. As a result of this initial pilot study, I decided
that I needed to hear the voices of teachers from across the state to get a broader range of
responses.
From the fall of 1999, through August 2001,1 was on a state-granted sabbatical
with the Massachusetts Department of Education (DOE). This sabbatical provided me the
opportunity to meet fellow teachers from across Massachusetts to learn how they were
working with the History and Social Science Curriculum Framework. It allowed me to
experience firsthand what teachers thought of the history framework and to find out how
many of them actually had begun to align their existing curriculums with it. I focused
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primarily on the high school level because that is my area of teaching experience. In this
role as a full-time sabbatical teacher with the DOE, one of my tasks was to conduct
informational regional meetings throughout the state regarding the upcoming revision of
the History and Social Science Framework. In the fall of 2000, the department formed a
revision committee composed of teachers, university professors, and DOE employees. I
was also a member of that committee, not as a teacher but as a representative of the DOE.
Through regional informational meetings in September 2000, and in February 2001, data
from educators across the state on suggested changes to the existing framework was
collected. Along with a colleague, who was a full-time member of the DOE, I listened to
educators concerns at these meetings and reported back to the department through notes
and comments from these regional meetings.
Towards the end of the first year of my sabbatical (1999-2000), I began the pilot
study with Lisa, a high school teacher, whom I met through my travels across the state for
the DOE. In this pilot study, I wanted to experiment with the questions as well as use a
qualitative approach based on and adapted from Seidman (1998). From this pilot study, I
decided that my dissertation would concentrate on the curriculum rather than on the
accompanying testing that was also part of the Reform Act. Flowever, I included
questions on the testing because I wanted to make sure that teachers had an opportunity
to address this aspect as well as the curriculum framework. I focused on the framework
because the History and Social Science Curriculum Framework is suggested by the state
for all schools in Massachusetts, whereas the testing in history for high schools is still
being developed.
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I found that many, it not most, high school teachers across Massachusetts had
begun to align their curriculum with the framework. However, this was not often true
with elementary and middle school teachers. Many elementary and middle school
teachers tend to be generalists, not specialists, in the academic areas, as it is very difficult
to manage six or seven frameworks equally. Also, they have limited teaching time in
each academic area. In addition, the framework in history and social science is unclear
and non-specific in content for each grade level prior to high school. However, all the
frameworks in each of the major academic areas were developed out of the need for
education reform.

Need for Education Reform
On August 26, 1981, the National Commission on Excellence in Education was
created by the United States Department of Education and was directed to investigate the
quality of education in America. A Nation at Risk (April, 1983) was written and
published from their two-year study. This document created fear and concern about
public school education in the nation by both its use of language and its findings.
Statements such as, “Our once unchallenged preeminence in commerce, industry,
science, and technological innovation is being overtaken by competitors throughout the
world” (p. 5), reflected the changing role of the superpowers, the United States and
former Soviet Union. With the demise of the Cold War, it seemed that the fear of
communism was being replaced with the fear of ineptitude. This fear is reflected in
statements from A Nation at Risk such as, “If an unfriendly foreign power had attempted
to impose on America the mediocre educational performance that exists today, we might
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well have viewed it as an act of war” (p. 5). The educator Elliot Eisner (1995) stated in a
commentary on A Nation at Risk, that “In its memorable opening passage, the impact of
the schools on U.S. society was likened to a foreign invasion” (p. 758). Robert Slavin
(2000/2001) stated:
that since its publication, education in the United States has been in a state of
reform. Commission after commission, politician after politician, newspaper after
newspaper have declared education to be in crisis, in need of drastic change to
keep up with our economic competitors and the needs of our own economy.
(p. 22)

Educationally, the findings reported in A Nation at Risk (1983) related to
problems in content, expectations, time on learning, and teaching. Under content, the
Commission found homogenized, diluted, and diffused curriculum in schools throughout
the nation. It found that 25 percent of the credits earned by general track high school
students were in physical and health education, work experience outside school, remedial
English and math, and personal service and development training courses. Under
expectations, the Commission reported that minimum competency examinations fell short
of what was needed, as the minimum requirements tended to become the maximum and
lowered the educational standards for all. Time on learning compared the United States
to other nations in terms of amount of homework assigned and length of school day and
school year. One of the findings regarding teaching was that, “the best and brightest”
college students were not choosing the teaching profession. Also, the Commission

4

suggested that there were too many teacher preparation courses in methods instead of
content, that teachers were underpaid, and that there were teacher shortages.
The Commission made a set of recommendations addressing the above findings.
One of the major recommendations in A Nation at Risk (April, 1983) was to strengthen
high school graduation requirements and establish a clear core curriculum. The
Commission also recommended more rigorous and measurable standards and higher
expectations for all students in academic performance and more stringent admissions
requirements for four-year colleges and universities. Other recommendations included
longer school days, a longer school year, and that decisions about grouping students
should be guided by academic progress of students and their needs. Finally, under
teaching, the Commission suggested there should be more accountable professional
standards, higher and more competitive teacher salaries to attract the best students to the
teaching profession, and eleven-month contracts for teachers to ensure time for
curriculum and professional development and to rationalize better teacher pay. The
Commission also advised that Master Teachers should be involved in mentoring new
teachers during their probationary years.
Much of the current demand for standards in education across the nation
developed out of .4 Nation at Risk. High standards became a hot political issue jumping
to the forefront of the presidential campaign in 1992, where it has remained ever since.
In the past, both Presidents Bill Clinton and George Bush, Sr. supported the idea of
national standards. Clinton’s Goals 2000 initiative, which is almost indistinguishable
from Bush’s America 2000, offered funds to states to reform public schools (Mosle,
1996).
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In response to the educational reform movement, of which A Nation at Risk was a
significant part, Massachusetts developed an Educational Reform Act (1993) (see
Appendix A). From this Act, the Massachusetts Department of Education developed an
educational reform plan, which continues to evolve. This dissertation addresses the
development of the History and Social Science Curriculum Framework (1997) as part of
Massachusetts education reform. The framework is standards-based. According to
Harris and Carr (1996), content standards specify the “essential knowledge, skills, and
habits of mind that should be taught and learned in school” (p. 4). In Massachusetts,
standards were developed in all the major academic areas, recommending what should be
taught. Teachers are encouraged to align curriculum with the specific framework.
The twenty learning standards for the History and Social Science Curriculum
Framework (1997) include concepts such as chronology and cause; historical
understanding; research, evidence, and point of view; and society, diversity,
commonality and the individual. These standards addressed the four strands of history
and social science: history, geography, civics, and economics.

Statement of the Problem
There were no statewide curriculum standards in Massachusetts prior to the
passing of the Education Reform Act of 1993. Before then, curriculum decisions were
made by local school districts. Dan French (1998), a key figure in developing the
Massachusetts frameworks, stated,

.. in a society stratified along racial and economic

lines, the absence of standards guarantees that educational opportunities for students will
be stratified according to where one lives and what one’s background is” (p.186).
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Therefore, according to French (1998), public education in Massachusetts was not
equitable among urban, rural, and suburban school districts. Standards, according to
Darling-Hammond (1997), are intended to provide educators with guidelines for
curriculum and teaching that will ensure that all students have access to the knowledge
believed to be necessary for their later success. According to her, “When thoughtfully
developed to integrate what we know about learning with key concepts and modes of
inquiry within the disciplines, standards can help educators rethink curriculum, teaching,
and assessment practices” (Darling-Hammond, 1997, p. 191). She continues,
“Educational reform should address the needs of students, including their cultural
backgrounds, and assessments should seek to address some of the vast inequalities in
learning opportunities that characterize schooling in this country” (p. 191).
The Me Duffy v. Secretary of Education case, a complaint initiated in 1978 and
amended in 1990, represented certain property-tax poor communities alleging that the
structure of school financing violated the Massachusetts Constitution. French (1998)
states that some of the educational disparity was connected to inequitable state funding,
but it was also related to disparities in class size, support services, and scope of curricular
offerings. Academic resource inequities doomed low-income students and students of
color to an inferior education. According to French (1998),
These disparities in access to educational opportunities are fueled by our
society’s perceptions of students’ capabilities based on their racial and
socioeconomic backgrounds. Simply put, if you are poor or of color, the majority
of teachers and administrators are probably going to have lower expectations of
you than they will of affluent white students (p. 186).
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It was clear that some form of equal access and equal educational opportunity had
to be put in place in Massachusetts so that no student would be relegated to a marginal
education. According to Mosle (1996), the issue of equity in education is reminiscent of
the Brown v. Board of Education decision (1954), and the promise of the United States to
educate its children equally. It also brings to mind the Kentucky Educational Reform Act
of 1990. A response to a Kentucky Supreme Court decision declaring the public school
system was “inadequate, unconstitutional, and discriminatory with regard to children in
the poorest districts” (Holland, 1997, p. 265). In the Kentucky case, as stated by Steffy
(1994) the Court set out broad guidelines regarding the nature of the constitutional duty
to educate, such as:
1. Education in Kentucky must be free to all children.
2. Education in Kentucky must be available to all children.
3. Education must be substantially uniform throughout the state.
4. The reform must provide equal opportunity to all children in the state.
(pp.5-6).
In June, 1993, the Massachusetts Supreme Judicial Court issued its decision in
McDuffy v. Secretary of Education, 415 Mass. 545 (1993). The legal office at the
Massachusetts Department of Education, in their commentary on the McDuffy case
(2000), stated that the McDuffy Decision “established the foundation budget for school
districts, using a formula to provide every school with adequate and equitable resources.”
This decision is the standard on which Massachusetts education reform is built. On this
standard, the Massachusetts Comprehensive Assessment System (MCAS), and other
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segments of the Education Reform Act have been challenged in the courts (Massachusetts
DOE, see Appendix B).
Under the Education Reform Act (1993), the Board of Education adopted The
Common Core of Learning in 1994, which elaborated on the Kentucky list in the
McDuffy case to define what all Massachusetts graduates need to know. According to
the Massachusetts Education Reform Act of 1993,
The Board shall direct the Commissioner [of Education] to institute a process to
develop academic standards for the core subjects of mathematics, science and
technology, history and social science, English, Foreign Languages and the arts.
The standards shall cover grades kindergarten through twelve and shall clearly
set forth the skills, competencies and knowledge expected to be possessed by all
students at the conclusion of the individual grades or clusters of grades, (p. 16)

In Massachusetts, there was a call for frameworks, as part of the Education
Reform Act in the major academic disciplines, school improvement plans, and school
councils throughout the state. New assessment tests attached to graduation were
required. State funding was also realigned to address some of the inequities between
urban, suburban, and rural schools; vocational and college prep programs; and White
students and students of color. Education reform seemed to be off to a good start.
At that time, Robert V. Antonucci, the Massachusetts Commissioner of
Education, kept the public schools of Massachusetts updated during the frameworks
development process through a series of letters and memoranda (see Appendix C). In
these communications, his excitement about what could be accomplished was clear. In
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one letter to superintendents, principals, and other school administrators, dated
September 15, 1994, Commissioner Antonucci stated,
Together with The Common Core of Learning, which sets the broad goals for
public education in Massachusetts, this will be the first time in the history of
public education in Massachusetts that there will be an articulated common body
of knowledge, to which all students have access, and that all students will be
expected to understand. Once approved, the frameworks will be widely
disseminated during the 1995-96 school year, and significant professional
development opportunities will be available year-round to assist teachers to
translate the curriculum frameworks into classroom practice, (see Appendix C)

Included in his memorandum, which went out to superintendents, principals,
curriculum coordinators and department coordinators, was an invitation to give feedback
on the frameworks. The letter asked them
... to use the feedback sheet to provide us with any comments on what should be
included within the frameworks or on the process of developing the frameworks,
and to indicate to us if you are interested in attending one of our upcoming
regional forums” (see Appendix C).

The Massachusetts Education Reform Act (1993) stipulated that committees were
to be formed in the seven academic areas (the process will be reviewed more thoroughly
in chapter two). One of the memoranda sent out by Dan French to committee members
on March 22, 1995, stressed the good job that they were doing and the importance of
such an endeavor. French wrote, “This is an exciting opportunity to create dynamic
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public policy on teaching and learning in Massachusetts public schools. We look forward
to the public comment and review process of the coming months. Keep up your
thoughtful work” (see Appendix C).
The history and social science framework was the last one to be approved by the
State Board of Education (1997) due to controversies surrounding it. One of these
controversies was around the eurocentrism in the core knowledge content of the
framework. Henry Louis Gates, Jr. and K.Anthony Appiah (January 8, 1997), in a letter
to the Board of Education, criticized the framework for its one-sidedness: “But the United
States has also been importantly molded not only by non-European peoples (beginning,
of course, with Native Americans) but also by cultural elements from elsewhere” (see
Appendix C).
Barbara Brown, Director of the Outreach Program at Boston University, echoed
Gates and Appiah in her letter (June 9, 1997) concerning the framework:
Overall, the world history half of the framework has an appropriate range of
topics for the pre 1450 A.D. period. However, after that time, the framework
loses sight of key historical changes in Africa. It is as if there were no political
struggle in Africa over colonization or, later, for independence. It is as if there
were no massive changes in Africa as a result of the globalization of trade and
production—changes in social relations, in economic links, in political power. ...
These topics could be included if the perspective in the post-1450 were genuinely
“world.” (see Appendix C)

Henry Hampton, of Blackside Inc., the creators of Eyes on the Prize and other
award-winning films, stated in his comments:
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The framework equates world history with Western civilization excluding major
portions of our world. It ignores African history relegating the continent to being
a source of slaves and colonies. Latin America is only mentioned in context with
the Mayan and Aztec civilizations, and China is mentioned only in context with
two dynasties. The content, as written, in no way reflects the diversity and rich
heritages of the students of our Commonwealth, (see Appendix C)

As Coordinator of the History and Social Science Department at my high school, I
sent a letter stating:
World History should be World History and Cultures and should teach a respect
for difference as we teach the cultures and not leave World History as something
antiquated. It is current and alive right here in the USA and unless we recognize
that we are diminishing what our kids are capable of learning, (see Appendix C)

The poorly organized structure of the document; its lack of age appropriateness in content
for certain grade levels; its fragmented approach to teaching history; its lack of
geography content; the cost of revamping textbooks, especially for poorer communities,
and the emphasis on coverage rather than on depth of content were some of the major
criticisms in the public comment letters (see Appendix C). Other concerns were that the
most recent framework committee draft had been rejected in October 1996, and that the
current draft was a radical departure from all earlier drafts. The teachers who had been
involved in the original history framework committee were upset that they never got a
chance to redraft their document, as stated in the interview with Eleanor, a member of the
original framework committee (see Appendix D). As Steve Gorrie, Vice President of the
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Massachusetts Teachers Association, stated in 1997, “The absence of teacher
involvement and the barely token opportunity for review and reaction suggest a lack of
respect for the expertise of the very people who are responsible for the success of the
state’s curriculum frameworks” (see Appendix C).

Purpose of the Study
The purpose of this study was to explore the experiences of selected high school
teachers with the Massachusetts History and Social Science Curriculum Framework.
Teachers’ experiences with curriculum reform in history and social studies and their
observations to whether or not the framework had been useful in developing curriculum
were assessed through three in-depth interviews with each of 15 Massachusetts teachers.
The study specifically addressed the framework as it related to required high school
history courses. Those interviewed were teachers of world history and United States
history.

Research Questions
The research questions that guided this study are as follows:
1. What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework?
1. Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?
3. What meaning do Massachusetts teachers make of the History and Social Science
Curriculum Framework!
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4. What are the implications for teacher education and professional development from
this study of teachers’ experiences working with the Massachusetts framework?

Definition of Terms
A number of terms that are central to this study merit careful definition.
Common Core of Learning:
The Common Core of Learning (MA Board of Education, 1992) sets broad
statewide goals for public schools and emphasizes that teaching and earning
must be interdisciplinary. It can be used as a guide by educators, families,
students, community members, school committees, and school councils, to
examine and refine current educational expectations, goals, policies and
practices at the local school level.
Framework:
A curriculum framework is not a curriculum. It is a guide to the design of
curricula for schools framed in terms of core knowledge in subject areas or
disciplines, learning standards describing reasonable expectations for student
learning in the grade spans, and intellectual skills students must acquire to
become independent learners (History and Social Science Curriculum
Framework, p.131).
Learning Standards:
According to Glatthom (1996), learning standards are “...what students should
know and be able to do at the grade cluster levels- in the discipline area- both
content and skills” (p. 14).
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Multicultural education:
James Banks (1989) defines multicultural education: as incorporating the ideas
that all students-regardless of their gender and social class, and their ethnic, racial,
and cultural characteristics-should have an equal opportunity to learn in school....
Multicultural education is also a reform movement that is trying to change schools
and other educational institutions so that students from all social class, gender,
racial, and cultural groups will have an equal opportunity to learn, (pp. 2-3)

Much more will be said about multicultural education in Chapter 2.
Phenomenological Interviewing:
“A method combining life history interviewing and focused, in-depth
interviewing informed by assumptions drawn from phenomenology” (Seidman,
1998).
It involves conducting a series of three separate interviews with each participant. The
first interview, in this study, focused on the interviewee’s background, inclusive of their
family, their experiences in school, decision to become a teacher, and first experiences
with the development of curriculum up to the implementation of the Massachusetts state
framework in 1997. The second interview concerned their experiences working with the
framework in the alignment of curriculum and the Massachusetts Comprehensive
Assessment System (MCAS). The third and final interview gave interviewees time to
connect their own background with their experiences in curriculum development. The
focus was on their reflections on the meaning of education reform in Massachusetts, the
use of the framework in their teaching, and the impacts of the framework on both
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teaching and learning. Using phenomenological interviewing as the methodology may
make the Massachusetts History and Social Science Curriculum Framework meaningful
and understandable when placed in the context of teachers’ lives.

Significance of the Study
The study is significant for a number of reasons. First, according to
Massachusetts educational reform, the history and social science framework has been
developed to promote a standards-based curriculum for all students in Massachusetts
public schools. In this study, teachers are given voice to explain from their experiences
with the framework whether they believe the content of the framework truly promoted
standards-based curriculum and whether this was done fairly and equitably for all
students. Second, the study addresses some of the controversies both in the literature
review of the state framework and in a specific interview with Eleanor, a member of the
original framework committee (see Appendix D). The history and social science
framework is a document that was mired in controversy, especially concerning the setting
of the standards and the content of the core knowledge topics. The original framework
went through a number of drafts before it was finally accepted by the Massachusetts
Board of Education in 1997. Most of these drafts involved teacher input and direction.
However, the final document was written by members of the Board of Education in
reaction to the final draft by the History and Social Science Framework Committee. As a
result, it is a document birthed in controversy, not collaboration.
In my position as a sabbatical teacher working at the Department of Education,
teachers commented to me on problems they were having with the framework. Much of
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the controversy on the secondary level centers around the question of how much
information should be included in the core knowledge (that is, depth versus breadth).
Which figures of history should be included? Is it too eurocentric? How do we teach to
the standards and yet include the core knowledge? Is it primarily a White man’s history?
How is it representative of the diversity in our society? Where are the big or essential
questions encouraging critical thinking? These were also some of the questions discussed
by the original framework committee. The present study is significant because it
addresses these questions. Finally, this study is significant because, through its findings
and conclusions, it provides much needed research and analysis of teachers’ experiences
working with the original framework.

Limitations of the Study
There are a number of limitations in the study. The first is its size. It was limited
to 15 teachers, primarily high school teachers of history and social science in
Massachusetts. Even though there were only 15 teachers, they represented many years of
service, knowledge of curriculum development prior to and with the framework, and
different school systems from across the state. I focused on the teachers who responded
to my letter of request (see Appendix F).
A second limitation is that all the respondents to my initial request for interviews
were White. Most of the teaching force across the country is White, and Massachusetts is
no exception. According to the National Center for Education Statistics, in their 2000-01
school year report (April 2002), almost 40 percent of the students enrolled in public
schools were non-White. However, according to the National Education Association
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(2000), there is a prediction that 5 percent of the teaching force will be minority teachers
early in the next century. Because a focus of this dissertation is multicultural education
and the framework, it made sense to have some non-White teachers who perhaps could
add other views on the topic based on their personal as well as their professional
experiences. I sent out letters to teachers who had been involved in Massachusetts
schools prior to the framework, however there were a limited number of teachers of color
who had been teaching in the state for a number of years and as a result, I didn't receive
any responses. Because I wanted to get a broader sample of teachers working with the
framework in public schools today and to hear their experiences, I sent out a second
letter. With this second request for volunteers, I added to my list of participants, two
teachers of color from urban school systems.
Third, this study involved a very small segment of the more than 300 high schools
in Massachusetts. The map (see Figure 2) illustrates the regional distribution of the
interview sublets. They represent only 15 schools, but the geographic distribution, as
well as type of school (urban, rural, and suburban) gives diversity to the sample. I
addressed the issue of the small number of participants by conducting in-depth qualitative
interviews that required three separate interviews with each of the interviewees. These
interviews provided substantive responses for the study. Thus, I sought quality rather
than quantity.
Fourth, I focused my interviews on high school history teachers for the following
reasons: (a) I am a high school history teacher and therefore familiar with the
Massachusetts curriculum framework, and (b) I wanted to focus specifically on history
curriculum, and high school teachers provided me the opportunity to work with only one
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framework because high school is specialized in content area departments, unlike
elementary school.
Finally, my own experiences as a public high school teacher in Massachusetts
may have influenced both the questions that I asked and my interpretation of the findings.
I brought my own perceptions from my experiences in public school teaching and
curriculum development to the process. This can be an advantage when the researcher
has a collegial bond and can empathize with the interviewees. However, this very same
collegiality can limit a researcher by creating a partial interview. I had an “insider’s”
view (Zeni, 1994) of the research. Prior to the framework I wrote curricula, as many of
the interviewees had done, based on a textbook, prior notes and lesson plans, and from
my own knowledge. I also collaborated with other teachers in writing our school’s
required course curriculum for world history and U.S. history. Because Massachusetts
did not yet have a standard curriculum, our department used the New York State
curriculum as a guide for this work and created the beginnings of a world history. After
the Massachusetts History and Social Science Currriculum Framework was completed
and sent to schools as a guideline for curriculum development, we began to align our
curriculum with it, noting that we were stepping back to a more western rather than a
world view of history. Working closely with colleagues in the history department at my
high school, we continued to write curriculum still using textbooks, other resources, each
other, and our experience. However, we were laden with the amount of content that the
framework presented for us to teach, especially in world history classes. As a result, I
shared some of the same frustrations, beliefs, and experiences as the interviewees
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concerning the amount ot content, the European focus of the world history core
knowledge, and the push for coverage rather than depth.
The interviews were documented, analyzed, interpreted and reported through the
lens of the researcher, a public school teacher. However, to offset any bias from my role
as a teacher, I tried to keep the questions consistent and to allow the interviewee, not the
researcher, to be the center of the research. Having a series of three primary interview
questions supported by sub-questions encouraged the interviewees to control their
responses and allowed them as much time as they needed. Also, the time period between
the first two interviews and the third interview helped to avoid familiarity with the
interviewer developing due to the intimacy of the interview process. This time of
separation encouraged reflection on the part of the interviewee so that they could focus
on what they saw as the meaning based on the first two interviews. The time between the
first two informative interviews and the reflective third interview gave the process
breathing room, separated the interviewee from the interviewer, and helped to offset bias.
First and foremost, as a researcher, my commitment was to be continually aware
of my own biases to protect the validity of this study. Transcribing the interviews allowed
me to reflect on my role as an interviewer collecting and interpreting data.

Summary
This chapter introduced the topic of education reform as a national movement and
specifically, how this reform developed in Massachusetts. The research questions of this
particular study were:
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1. What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework?

2. Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?
3. What meaning do Massachusetts teachers make of the History and Social Science
Curriculum Framework?

4. What are the implications for teacher education and professional development from
this study of teachers’ experiences working with the Massachusetts framework?

The purpose of this study was to interview teachers, through three in-depth
qualitative interviews, on the impact of the framework on their teaching and on student
learning. This chapter also defined important terms used throughout the report, as well as
the limitations of the study. The significance of the study included the importance of
giving teachers voice to explain their experiences with the framework, as well as the
recognition of the politics surrounding the creation of the framework. This study has
provided much needed research and analysis of teachers’ experiences.
Certain limitations of the study were addressed. These included the limited
number of interviewees and the fact that only a small segment of public schools were
represented; the limited number of teachers of color and the focusing the study on only
high school history teachers. Also, my experience as a public school teacher may have
influenced the questions as well as the findings.
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CHAPTER 2
REVIEW OF THE LITERATURE
The whole concept of world history, to me, is, in a sense, absurd. You can look at
relationships between nations but to really get a full understanding of African
culture, you need to get a semester long course in Africa. You just can’t do it in
two weeks and then, move to China. Try as we might, as teachers, to establish the
connection between the two ... it doesn’t work on developing connections
between these countries and/or continents.

This is a quote from Maria, an urban school teacher of Argentinean roots, whom I
interviewed. She had taught only a few years at a public high school with a very diverse
student population. Here, she commented on the absurdity of what presently is
recommended in the framework. Two of the literature reviews, one researching the
experiences of practicing teachers with educational reform and another on multicultural
education, will address some of her concerns.
The four areas of literature review that support this study are:
1. Multicultural education
2. The national educational reform movement and the development of the standards
in history.
3. Massachusetts education reform and the framework in history and social science
4. Experiences of practicing teachers with educational reform
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Multicultural Education
In teaching diverse populations of students, teachers have to reflect on their own
perspective. What is their cultural sensitivity? Is multiculturalism only relegated to
students of color? How do they teach a diverse population of students primarily of
European ethnicity? How do they include all the students in learning? How do they
address multiculturalism as an integral part of the curriculum for all students and not only
students of color? Legally, public schools have a responsibility to educate all citizens.
This is necessary for society if we are demanding that schools change in order to better
prepare all students to compete in the global marketplace. In a previous article, (Harris,
1995), I addressed this problem:
The current push for teaching cultural diversity is insufficient. We, as educators,
have the power to change this, to broaden the social studies curriculum for
ourselves and our students. For years I used a traditional textbook oriented
formula for teaching U.S. history. Then I began to question the breadth of the
material of the textbooks provided. Why weren’t my students included in the
story? Where was the average person in this picture? What could I do about it? I
decided to change things in my classroom (p. 275).

Schools are the leaders in preparing the nation in promoting multicultural
education. Thornton (1995) states:
Schools must take the lead in bringing diverse people together in mutual
explorations, must convey the message that we all have important things
to learn from one another, and must help us confront our fears by helping
to eradicate many of the stereotypes we all hold. If an important goal for
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school is to help prepare good citizens, then the task of helping people to
overcome their fears of people who appear different is a vital role in this
preparation (p. 29).

Schools are significant players in preparing youth for the future, but in order to do
it well, a different perspective is needed. A multicultural perspective in curriculum,
pedagogy, policies, and practices is needed, as are well-trained professionals. In the
words of Baruth (1992), “There must be both a personal and professional commitment to
understand, relate to, and teach culturally diverse learners. Educators’ commitment must
extend to the inclusion of a teaching/leaming environment that respects all learners,
regardless of their cultural backgrounds” (p. 342).
Banks, et al., (2001), conclude from their four year investigation of education and
diversity that:
...powerful multicultural schools help students from diverse racial, cultural,
ethnic, and language groups to experience academic success. Academic
knowledge and skills are essential in today’s global Internet society. However,
they are not sufficient. Students must also develop the knowledge, attitudes, and
skills needed to interact positively with people from diverse groups and to
participate in the nation’s civic life. Students must be competent in intergroup
and civic skills to function effectively in today’s complex and ethnically polarized
nation and world (p. 13).
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In what follows, I will address two areas of multicultural education. One area
concerns the definition of multicultural education and the other pertains to the connection
of multicultural education to democracy and to educational reform.

Definitions of Multicultural Education
The term multicultural education allows for many definitions. For example,
according to the pamphlet "Different Voices", published by the New York Office of
Multicultural Education (1995):
Multicultural education is a comprehensive approach to education that
enhances the teaching of the “3 R’s” by including in all parts of the
curriculum, the contributions, roles, and perspectives of the various ethnic,
racial, and linguistic groups that make up our diverse community...
Multicultural education is an ongoing process; it is committed to academic
excellence and is designed to restructure the total environment in the school in
order to maximize all student achievement. Diversity is a valuable educational
resource. It is an integral part of the total learning experience. Multicultural
education aims to prepare students to live in a pluralistic society.
This definition encourages an integrated curriculum as an integral part of learning as does
the following definition provided by Sonia Nieto (2000), who takes the definition into
the arena of non racist curriculum and affirmation of pluralism and democratic education.
According to her, multicultural education:
challenges and rejects racism and other forms of discrimination in schools and
society and accepts and affirms the pluralism (ethnic, racial, linguistic, religious,
economic, and gender, among others) that students, their communities, and
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teachers represent.. . Because it uses critical pedagogy as its underlying
philosophy and focuses on knowledge, reflection, and action (praxis) as the basis
for social change, multicultural education promotes the democratic
principles of social justice (p. 307).
In this study, multiculturalism is addressed as a given, a reality for our democratic
society in the year 2003. The “melting pot,” the metaphor for pluralism that I grew up
with, is over. The “salad bowl” is a more conducive metaphor for understanding the
myriad of people who inhabit America. According to Baruth (1992), “While the melting
pot ideology appears to perceive differences as entities to be eradicated, the more
enlightened salad bowl ideology views differences as inclusive of but not limited to
personal characteristics that contribute to and enrich United States society” (p. 3).
After years of learning and teaching a multicultural curriculum, I agree with the
Tiedts (1995) when they state, “Multicultural teaching enables each student to reach his
or her greatest potential. Thus, multicultural teaching can be described succinctly as ‘the
best teaching for all students”(p. 27). I expressed this idea several years ago in this way:
When I teach history, I do not teach one U.S. history in one classroom and a
different one in another. I try to teach a historical record that is broader than
what I learned and is more inclusive, more historically accurate, so that all the
students I teach, all of them, learn as students in a multicultural world. This is
the reality, and many of our students will not be prepared for this multicultural
world unless we are educating them about each other and with each other
(Harris, 1995, p. 283).
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The lack of multicultural curriculum has been a major criticism of the education reform
movement in creating history standards both on the national and the state level.

Multicultural Education, Democracy, and Educational Reform
As James Banks (1997) has stated, “When a curriculum focuses on the
experiences of mainstream Americans and largely ignores the experience, culture and
histories of other ethnic groups, this has negative consequences for both mainstream
American students and students of color” (p. 229). Similarly, Samuel Hinton (1993)
says that teachers can maximize the learning experience of students by teaching about the
students’ cultures, and by translating their cultures into solid curriculum.
But what is a multicultural curriculum? First, it must be based on ideals of
democracy and justice. These ideals are written in the Declaration of Independence, The
Constitution, and the Bill of Rights. Banks (1997) states that, “An important aim of

multicultural education is to actualize for all people in the United States, the democratic
ideal that the founding fathers intended for an elite few” (p. xiii). Public school teachers
in a democratic system must model those democratic values in teaching democracy; in
other words, we must practice what we teach. Duane Campbell (1996) reminds us that
Democracy requires excellence in education for all, not just for a favored few.
Today, groups that have been historically excluded (African Americans, Latinos,
Native Americans, immigrants) seek equal opportunity throughout society in jobs,
housing, health, and schools. Their struggle for these basic rights focuses most
immediately on the schools because, although these parents realize they cannot
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undo the hardship and deprivation of their own lives, they insist on equal
opportunity for their children (p. 16).

Also, democratic principles must be extended to all people within the society. In
2003, our nation’s people are more diverse than ever before and democratic principles
must be extended to one multiracial, multicultural, and multilingual population.
Otherwise, we live in a republic with limited leadership or with the leadership of a few.
The connection between multicultural education and democracy is made clear by Theresa
Perry and James Fraser (1993) when they state:

. . multicultural education becomes not

a matter of simply adding new material to the school curriculum, but of fundamentally
revisioning the relationship of schooling to a democratic society” (p. 3).
In addition, a multicultural curriculum should reflect all people in a society.
According to French (1998), in the Massachusetts' History and Social Science
Curriculum Framework, “ ... there was a strong Eurocentric point of view, and many

areas of the non-western world were virtually eliminated” (p. 188). French (1998) goes
on to say that innovative schools and creative teachers were placed in a difficult position
of adapting their curriculum to the rigidity of the state framework. When teachers
prepare the content of each period of history they need to ask: Who is being represented
at this time? Who is missing and why? How are class, gender and race reflected in this
time period? Teachers should then research with their students what is missing, always
questioning why it is missing, and why it is not included in the textbooks. Teachers need
to search for multiple perspectives within each time period. How might a certain period
in U.S. history look from the perspective of Native Americans in the region? African
Americans? Women of different social and cultural backgrounds? This is not easy to do;
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it takes research and it means taking a risk. What will we find out? There are no easy
answers but lots of questions in history. However, as Sleeter (1996) reminds us, “A
genuinely multicultural curriculum develops concerns, perspectives, and experiences
rooted in minority as well as dominant positions without trying to synthesize them all into
one whole” (p. 114).
If multiple historical perspectives are to be understood, according to Bennett
(1995), teachers have to correct the traditional resources that they use, including
textbooks and other resource materials. In other words, a multicultural curriculum is a
work in progress. In order to revise the curriculum, they must relearn the materials and
come to a better understanding of other viewpoints as well as what they already know.
Also, according to Gollnick and Chinn (1998), students have to learn that individuals
from other ethnic, religious, and socio-economic groups may have different perspectives
on the same issue and that these perspectives may be as valid as their own. At the same
time, teachers cannot expect one person of any particular background to speak for his or
her entire race or ethnic group, nor can educators do that for any person who represents
any viewpoint. To really teach multiculturally requires examining sensitive issues and
topics in the curriculum and looking at historical and contemporary events from the
perspective of not only White men, but also of African American men and women,
Japanese Americans, Jewish Americans and Southern Baptists (to name just some of the
many people who are often not represented in the textbooks).
Gollnick and Chinn (1998) stress that democracy and equity are integral to a
multicultural curriculum and that classrooms should become models of the democracy
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that is being taught. That means, according to Gollnick and Chinn (1998), that educators
must:
1. Place the student at the center of the teaching and learning process;
2. Promote human rights and respect for cultural differences;
3. Believe that all students can learn;
4. Acknowledge and build on the life histories and experiences of students’
micro-cultural memberships;
5. Critically analyze oppression and power relationships to understand racism,
sexism, classism, and discrimination against the disabled, young, and aged;
6. Critique society in the interest of social justice and equality; and
7. Participate in collective social action to ensure a democratic society.
A multicultural curriculum extends beyond one subject matter and even beyond
the four walls of the classroom. Hinton (1995) stresses that multicultural education must
be interdisciplinary, cross-curricula education preparing students by providing equal
opportunity to all in preparation for a global world. He stresses that multicultural
education is a process rather than a product, and to be effective, it has to be reflected not
only in the curriculum, but in all facets of the school and school life.
A multicultural curriculum needs to be thoroughly researched. That is, educators
have to formulate a multicultural U.S. history curriculum based on a great deal of
historical research. This is not an easy job, but it is possible. A case in point is an event
such as the American Revolution: it is possible to look at it critically, see who is missing
and add substantive content. That process broadens the curriculum and encourages
students to think critically about what they are learning and about the sources they are
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learning it from. It means being able to encourage discourse on the textbooks. Gay
(1995) stresses

.. that curriculum design is a key function in the educational process

and a powerful avenue through which multiculturalism can penetrate the core of the
educational enterprise” (p. 41).
A key part of multicultural educational curricular development is a striving for
excellence. There is no need to water down curriculum simply because it is integrated.
That often occurs when teachers look at their students of color patemalistically as “less
than” or “needy,” as if they are doing them a favor. Multicultural curriculum
development begins by recognizing the wealth of resources that are right in the
classroom, the students and their stories, cultures, experiences, and knowledge. It means
adapting curriculum to the students as well as to what all students need to learn in the
content, not solely to students of color. It is about equity and fairness in what is being
taught and how it is being taught. According to Enid Lee (1995):
In the final analysis, multicultural or antiracist education is about allowing
educators to do the things they have wanted to do in the name of their profession:
to broaden the horizons of the people they teach, to give them skills to change a
world in which the color of their skin defines their opportunities, where some
human beings are treated as if they are just junior children. Maybe teachers don’t
have this big vision all the time. But I think those are the things that a democratic
society is supposed to be about (p. 16).
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The National Education Reform Movement as Relates to the History Standards
The latest educational reform movement was spurred on by the publication of ,4
Nation at Risk in 1983. Albert Shanker (1995), former head of the American Federation
of Teachers, saw this document as the “unequivocal statement of the fundamental
mission of public education: to prepare young people for democratic citizenship and to
promote individual and national prosperity” (p. 1). Diane Ravitch (2000), in her study of
the failure of educational reform movements, reports that in the 1980s there was a general
feeling among many reformers that schools had lost their focus in educating young
people. It was time for a change. Many state educational reforms were initiated, most of
them since 1990, from this national outcry over the conditions of schools. Therefore, this
study primarily used documentation from 1990 to 2000 on educational reform
movements, although a few from the 80s will also be considered. It also covers the
national movement related to history standards.
According to the Center for the Study of Teaching and Policy (1999), there is a
three-step approach to educational reform: first, establishing higher and more rigorous
academic standards for students, designing new curricula around these standards, and
creating new assessments aligned with the standards and curricula. Second, making
structural changes in schools such as raising teachers’ salaries and getting teachers more
involved in decision making. Third, improving the quality of the teaching profession,
from teacher preparation to improving the rules for certification and providing continual
professional development. States such as Kentucky and West Virginia, that had initiated
comprehensive reform in which teacher quality figured prominently, show evidence of
strong improvement in student performance, while states such as Georgia and South
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Carolina, where reform focused more on curriculum and testing while investing little in
teacher learning, have showed little student improvement within the same (Center for the
Study of Teaching and Policy, 1999).
The U.S. Department of Education commissioned the Urban Institute to compile
the first systematic national feedback from states and school districts on the state of
educational reform since the passage of the Goals 2000 program. This study was mailed
to all Massachusetts school districts and followed up with either a telephone or an inperson survey of state officials in all fifty states and the District of Columbia. To
summarize the key findings of this study, school officials noted the following:
1. A general understanding of reform and the new federal provisions, but also a need for
more information on implementation.
2. A need for assistance in assessment and accountability.
3. Evidence that districts in ‘early reform’ states appear to be making significantly greater
progress in reform than districts in other states.
4. Clear evidence that districts with the highest poverty levels are having the toughest
time implementing standards-based educational reform.
5. A need for federal support to states on all reform efforts. (U.S. Department of
Education, 1997).

Gary Orfield (1996) states that: “ ... only 19 percent of disadvantaged urban 17year olds had ‘adept’ reading skills in 1984 compared to 50-55 percent in advantaged
suburban communities” (p. 66). Senator Paul Wellstone of Minnesota (Kohn, 2000)
made this observation in a speech to educators:
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People talk about using tests to motivate students to do well and using tests to
ensure that we close the achievement gap. This kind of talk is backwards and
unfair. We cannot close the achievement gap until we close the gap in investment
between poor and rich schools (p. 39).

Education within a democracy is a genuine concern both nationally as well as
within Massachusetts. Equity within a democracy is the primary reason that the McDuffy
case (previously discussed on p.7), was able to impact educational reform in
Massachusetts; however, in order to deal with equity issues, there is a real need to
restructure the schools. Deborah Meier (1995), the Principal of the Mission Hill Public
School in Roxbury, Massachusetts, sees the need for structural educational reform
through changes in class size, the role of choice, and shifts in power relationships. These
things lay the structure for real, systemic school change. A democratic society, Meier
states:
. .. has the right to insist that the central function of schooling is to cultivate the
mental and moral habits that a modem democracy requires. . . openness to other
viewpoints, capacity to sustain uncertainty, the ability to act on partial knowledge,
and the inclination to step into the shoes of others -- all habits that can be
uncomfortable to have but, it is hoped, hard to shake. Until we face the
fundamental question of the purpose of schooling, it makes little sense to keep
asking for better tools to measure what we haven’t agreed about. ‘What’s it for?'
(p. 8).
If Meier’s ideas were taken seriously, then, in my opinion, we would truly have systemic
change resulting in equity for each and every student.

34

Nicholas Lehmann (1999) also addresses educational reform within the
framework of the philosophy of democracy. Public schools are supposed to educate
everyone at public expense. According to Lehmann, “The best and most distinctive
tradition in American education is the tradition of pushing to educate more people” (p.
350).
Many of the critics of standardized testing agree that standards and some form of
accountability are needed, although they do not necessarily agree on what is presently
being done. Theodore Sizer, in an interview with John O’Neill (1995), said that too
many reforms never questioned some basic assumptions about the organization of our
schools. “How are you going to teach youngsters -inner-city youngsters- to read and
write better in a high school if each teacher is responsible for 175 of them?” (p. 1).
Deborah Meier (June, 2000), also believes in high standards. However, she is not in
favor of standardization, more multiple-choice questions, or using one instrument for
graduation-while ignoring teacher input. “There is no evidence that standardization
produces more equality. This is a lazy and cheap way of trying to provide equity” (p 1).
In 1992, because there was some agreement on the need for standards and
accountability, the Bush administration awarded a contract to the National Center for
History in the Schools at the University of California at Los Angeles (CUCLA) to
develop voluntary national standards on what students should know about American and
world history. Over a two-year period, the Center worked to develop these standards
based on consultations with a large number of teachers and scholars throughout the
country. However, when the standards were published and released in the fall of 1994,
they ignited controversy.
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In the original document by the National Center for History in the Schools at
UCLA, Charlotte Crabtree and Gary B. Nash (1994), co-directors of the project, state the
following in their preface:
In this most contentious field of the curriculum, there have been many who have
wondered if a national consensus could be forged concerning what all students
should have opportunity to learn about the history of their nation and of the
people of all racial, religious, ethnic, and national backgrounds who have been a
part of that story. The responsiveness, enormous good will, and dogged
determination of so many to meet this challenge has reinforced our confidence in
the inherent strength and capabilities of this nation now to undertake the steps
necessary for bringing to all students the benefits of this endeavor. The stakes are
high. It is the challenge that must now be undertaken (p. v).

The leading critic of the national standards was Lynne Cheney (1996), former
chair of the National Endowment for the Humanities and wife of the current Vice
President, Dick Cheney. She lambasted the standards “for excessive devotion to
multiculturalism, political correctness, and America’s shortcomings, while paying scant
attention to the nation’s heroes, scientific achievements, and legacy of political freedom”
(P- A14).
As a result of such dissatisfaction, the U.S. Senate censured the standards by a
vote of 99 tol (Ravitch & Schlesinger, 1996). Although they were defended by some
prominent historians, others felt that the whole effort to develop national standards
should be dropped and focus should be placed on state standards, an approach supported
hy President Clinton. Because it would be difficult to get all states to agree to national
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standards, the thinking was that it would be easier to allow them to develop their own
standards.
A revised edition of the national standards, based on the recommendations of the
Council for Basic Education working with the Center at UCLA was published in April
1996 (Ravitch & Schlesinger). Diane Ravitch, a well-known educator and Arthur
Schlesinger, a recognized American historian (Schlesinger & Ravitch, 1996), were
pleased that the standards “do not take sides” (p. A14).
They said:
All teaching examples have now been eliminated which has had the additional
benefit of slimming the standards down from 600 to 200 pages. Out went
references to the grandeur of Mansa Musa (famous King of ancient African
kingdom of Mali) and the fabled wealth of Mali; out went numerous references
to the Ku Klux Klan; out went the excessive focus on Senator Joseph McCarthy.
Out indeed went references to obscure people whose main credential seemed to be
that they were not dead white males ... all complimentary and derogatory
language previously used to describe twentieth century American presidents has
been deleted. Instead, the programs and policies of various eras and presidencies
are described in neutral language, without partisanship, (p. A14)

The national standards became a very controversial document and statements such as
these by Ravitch and Schlesinger fueled the controversy over what students should be
taught. These arguments trickled down to the state level.
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Massachusetts Education Reform/ the Framework in History and Social Science
States were faced with the work of bringing the national standards to their
individual states but were allowed to create their own education reform for their
individual states. Massachusetts had to act quickly to develop a statewide curriculum due
to the McDuffy Court decision (1993), which “established the state constitutional
standards against which education reform efforts in Massachusetts will be judged”
(Department of Education Memo re: McDuffy Decision (see Appendix C). The
Supreme Judicial Court stated clearly “that the Commonwealth of Massachusetts had
failed to meet its constitutional obligation, citing, among other things, the Board of
Education’s 1991 Report on Distressed School Systems and School Reform”
(Department.of Education Memo on McDuffy Decision). The McDuffy Case has
remained open and in December, 1999, the McDuffy plaintiffs filed a brief alleging that
they continue to receive a “constitutionally inadequate education and that they attend
schools in ‘systems that continue to suffer with largely the same conditions’ that existed
when the Supreme Judicial Court issued the McDuffy decision in 1993.” (see Appendix
C). The Attorney General of Massachusetts is legally charged with responding on behalf
of the Commonwealth of Massachusetts.
The Massachusetts Department of Education considered public participation,
including that of teachers, as the cornerstone in the development of the academic
standards and curriculum frameworks. Teacher forums were set up across the state to
encourage dialogue. As French (1998) says, “It was also thought that if teachers were
involved in developing the academic standards, there would be greater ownership and
understanding of the standards, resulting in a higher level of implementation in the
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classroom" (p. 186). Thousands of teachers, administrators, parents, community persons,
legislators and business representatives created what came to be known as the
Massachusetts Common Core of Learning, a publication that stated a broad statement of
what students should know and be able to do. This core would form the foundation from
which the contents and structure of the framework would develop. The Core of Learning
was sent out to teachers across the Commonwealth in three formats: newspaper format
for parents, students and the community at large; a pamphlet presenting the core in a
more traditional way; and a new three-dimensional cube format for display in home or
school. All three versions contain the following components:
*The purpose of the Common Core of Learning
*The beliefs that form the basis of the common Core of Learning
*The stated responsibilities to support the common Core of Learning
*The Common Core is comprised of lists of what all students should be able to do
as graduates of Massachusetts schools and is broken into three sections:
Thinking and Communicating Skills; Gaining and Applying Knowledge; and
Working and Contributing.
* Statement of how the state, teachers, parents and community together can make
the Common Core of learning succeed (Dept of Education documents).

According to Dan French (1998), money was distributed across the state to fund
teacher study groups to discuss the drafts of the frameworks, try them out in the
classroom, and provide feedback to improve them. Over 1000 study groups were formed,
with almost 10,000 educators participating. At the same time, a number of reform
networks were set up, many affiliated with national reform movements, including Ted
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Sizer’s Coalition of Essential Schools, Henry Levin’s Accelerated Schools Network, and
the Carnegie Turning Points program. The idea was to bring these school networks into
the dialogue to offer models for change.
In 1996, Dr John Silber was appointed Chairperson of the Massachusetts Board
of Education. He was appointed by Governor Weld, who had run against him in the
Massachusetts gubernatorial race five years earlier. In that earlier race, Weld had
mocked Silber’s claims to have transformed Boston University into a major university:
“The BU miracle, as retold by Dr. Silber, bears a striking resemblance to the
Massachusetts Miracle as told by John Sasso and Mike Dukakis.” Candidate Silber was
equally uninhibited, at one point branding Weld “a back-stabbing son of a bitch.”
Quizzed yesterday about his change of heart toward Silber, Weld says he quickly came to
see his former foe’s strengths—after the election was over and he had won. .. “The scales
fell from my eyes and I recognized what a person of outstanding ability Dr. Silber is,”
Weld said {The Boston Globe, October 21, 1995, Metro, pp. In Holiday Inn. Section, p.l).
Politicians, such as Silber and Weld, often respond to public displeasure with the
public schools by instituting more testing in an effort to get better results. President
George Bush has done the same. But, according to John Jennings, Director of the Center
on National Education Policy (1995), few policy makers have really defined what results
are to be expected on these tests.
There is a real “disconnect” that lies in our nation’s history. The U.S.
Constitution embodies the idea that government should be limited in its powers
and that the closer the government is to the people, the better it will function. In
education this has meant that, although states have authority over the schools, the
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power to determine the content of education has usually been delegated to local
school boards. And since there are 14,000 or so school districts in the country,
there is great variance in the education being offered to students (p. 767).

The Massachusetts Legislature overhauled the Board of Education membership,
which allowed Silber and Weld to appoint members to the Board who followed a
conservative political ideology. According to French (1998), the new board majority had
multiple associations with organizations such as the Pioneer Institute, a conservative
think tank. According to its webpage, ever since its founding, half of Pioneer’s resources
and activities have focused on restructuring and improving K-12 education. Other issues
include expanding private competition in the delivery of public services, reducing
regulatory barriers to entrepreneurs, reforming government welfare and health care
programs, and scaling back the state’s regulation of insurance markets.
(www.pioneerinstitute.org/about)
Along with the state frameworks, the Board of Education developed the
Massachusetts Comprehensive Assessment System (MCAS). This state testing suggests
that Massachusetts high schools should adopt a two year world history course, in Grades
9 and 10, that is a gargantuan survey course covering approximately 1200 years of
history. Such a content-heavy approach, as the framework suggests, discourages in-depth
exploration, precisely the intellectual experience that makes history interesting to
students. The framework is suggested; however, the Board mandated one form of
assessment, MCAS, based on the framework. The Education Reform Act (1993) called
for multiple assessments as stated in SECTION 29, Section Ii of the Massachusetts
Education Reform Act (1993) (see Appendix A).
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The system shall be designed both to measure outcomes and results regarding
student performance, and to improve the effectiveness of curriculum and
instruction. In its design and application, the system shall strike a balance among
considerations of accuracy, fairness, expense and administration. The system
shall employ a variety of assessment instruments on either a comprehensive or
statistically valid sampling basis. Such instruments should be criterion
referenced, assessing whether students are meeting the academic standards
described in this chapter. As much as it is practicable, especially in the case of
students whose performance is difficult to assess using conventional methods,
such instruction shall include consideration of work samples, projects and
portfolios, and shall facilitate authentic and direct gauges of student performance.
.. .The assessment instruments shall be designed to avoid gender, cultural, ethnic
or racial stereotypes and shall recognize sensitivity to different learning styles and
impediments to learning. The system shall take into account on a
nondiscriminatory basis the cultural and language diversity of students in the
commonwealth and the particular circumstances of students with special needs
(see Appendix B, p. 24, s. II).

The Massachusetts Education Reform Act states that students in the class of 2003 will
have to pass the 10th grade test in English and math in order to graduate. Educators
knew that assessment would be a necessary piece of the educational reform. However,
they believed that there would be additional measurements such as students’ high school
records and other forms of assessment, such as the portfolio connected to graduation
requirements because MCAS was supposed to be a system, not just one test.
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In 1997, when the history and social science framework was finally ready for
public comment, it was mailed to all schools in the state of Massachusetts with a cover
letter stressing the evolution of the framework and requesting feedback (see Appendix
D). The original idea of educational reform in Massachusetts was to make this process
inclusive and to avoid, as much as possible, the negative reaction that many teachers felt
towards a document of which they did not feel a part, or with which they did not agree.
According to French (1998), the work on the framework was cut short when members of
the Board were assigned by Silber and the conservative membership of the Board of
Education the task of rewriting the last draft of the framework.
Some teachers feel that history will be reduced to a memorization course of dates
and events. Bill Schechter (1999), a teacher in Massachusetts who is organizing other
teachers to change the frameworks, states:
More precisely, [the framework in history and social science is] about pushing the
sixties back in its box, and teaching obedience to a central authority. This is not a
framework that encourages students to think or question. There simply won’t be
time. (Schechter.care@egroups.com)

CARE is a coalition organized to persuade the state to change the social studies
frameworks. It recommends supporting high standards and rigorous assessments of
authentic student work, since MCAS is neither comprehensive nor a system. According
to their position statement, a truly comprehensive assessment would give more weight to
portfolios, exhibitions, projects, presentations, and other classroom based work rather
than to standardized tests. On the other hand, Massachusetts Insights, a coalition of
business and community persons sponsored by corporations such as Fleet, State Street
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Bank, The Boston Foundation, among others, offers support to MCAS and encourages
“reaching higher” and working with MCAS.
Massachusetts is not the only state undergoing educational testing. For example,
teacher Bill Bigelow (1999), comments in regard to Oregon’s testing in grades 5, 8, and
10 in history and social science: Students know in different ways, and these differences
are often cultural. Oregon subjects all students to an abstract, data-heavy assessment
device that does not gauge what or how they have learned” (p. 7). Also, according to
educators Mike Schmoker and Robert J. Marzano (1999), teaching students about fewer
history topics in an in-depth way encourages critical thinking and helps to make
connections with other disciplines. However, nowhere is this principle more violated
than in the state framework. It is easier to add than to reduce or refine. For example, if a
unit on South Africa is missing, this would suggest to add it on as a separate entity
without any historical context. That is what happened, in many cases, with the existing
framework. It became a series of “add-ons” instead of integrating the topic or unit as a
valid part of the historical story. Perhaps for political reasons, far too much is included in
these documents. That, among other criticisms, was stated in many of the letters sent to
the Department of Education during the public comment period on the History and Social
Science framework review.
As I read through many of the letters to the Department of Education staff, I
found that they addressed four major areas: the coverage of curriculum and excessive
content; the structure of the document; the eurocentrism of the framework; the costs to
individual school systems inclusive of the replacement of texts, hiring of more staff and
creation of new courses and the politics involved in creating the document (all letters
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referred to in this section are included in Appendix C). There was one letter that is part
of the public record that supported the framework draft as written by three members of
the Board. It was from Professor David L. Schaefer from Holy Cross College,
Worcester, MA and is dated December 30, 1996. He felt that the framework would
“enable all our youth to realize their full potential, our schools need to provide the sort of
education that the Framework promises. I heartily applaud the Framework and hope that
it will be instituted throughout the Commonwealth” (see Appendix C). However, the
preponderance of letters critiqued the framework. In what follows, I will include some of
them under the four themes of concern as stated above.
Coverage of curriculum and excessive content: James A. Newton, who was Chair
of Dept, of History and Social Science at Lincoln-Sudbury Regional High School.
(1/5/1997), stated that the framework was flawed because, among other things: “the
curriculum is almost totally western in its orientation .. . the frameworks ignore most of
the major research and work done by historians in the past twenty years.” Deborah
Loomis, World Cultures Curriculum Director at Marblehead Public Schools (1/6/1997)
stated that “the emphasis on ‘coverage’ of all times and places throughout history, at each
grade level, produces predictable attendant problems of how to squeeze it all in.
Particularly, the framework draft seems to solve that problem by squeezing what has
traditionally been the whole high school social studies content into the 9th and 10th
grades in order to [make room] for the work on modern issues that the traditional
approach often doesn’t ‘get to’.” Many of the letters voice an overall concern that
history/ social sciences/ civics will be reduced to a game of Trivial Pursuit. They
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expressed a lack of concern in the framework about the “big ideas” (e.g., immigration,
democracy, colonialism) in history.
The structure of the document is the subject of Peter Manoogian’s letter
(6/8/1997), which was a response to the June draft of the framework; he found it:
... poorly organized and difficult to follow and read. The myriad of tables and
charts will result in the ""Lima Bean” effect where teachers will want to ‘push
aside’ the jargon and lingo to get to the parts that answer the question ‘what do I
have to teach? When do I have to teach it? How long do I have to teach it? How
will my students be assessed?’

Shelly A. Warren, a Longmeadow High School social studies teacher (1/5/1997),
writes in her response that she feels that the draft is an “extremely prescriptive scope and
sequence that destroys almost all district choice in curriculum development. It is almost
entirely traditional and seemingly textbook driven... It attempts to ‘cover’ a great deal of
material... ”
Another concern is the eurocentrism and the lack of multiculturalism and world
cultures. Jared E. Fitzgerald (January 4, 1997), Social Studies Teacher and Dept Chair,
Cohasset Middle and High Schools, states in a letter that:
The suggested curriculum is far too eurocentric. We live in an ethnically, racially,
and culturally diverse country and world. To be sure, the U.S. and Europe are
very important in history. So are India (never mentioned once in the draft),
African nations, and China, as well as all of Latin and South America. The
biggest problem experienced in this century has been lack of understanding
between differing cultures of the world, at the cost of millions and millions of
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lives and expenditures of untold billions worldwide. This draft does little or
nothing about addressing the understanding of cultural differences.
Peter Finn, Executive Director of the Massachusetts Association of School
Superintendents, Inc., stated in his public comment (12/30/1996), that “In regard to
History Social Science, we are concerned by the apparent lack of exposure to world
cultures. We would suggest revision to provide a more diversified framework with an
increased emphasis on the study of other world cultures.” Kathy Greeley, a teacher at a
Cambridge public school (12/31/1996), wrote:
... I teach a racially and ethnically diverse group of students. The earlier draft of
the framework helped teachers understand how important it is for students to see
and hear their own stories in history. The new framework, however, harkens back
to the 1950s in terms of defining history and world civilizations from a white,
Eurocentric viewpoint. I can’t believe that we are still fighting for a history of
inclusion in the year 1996. While this may easily be dismissed as political
correctness, I argue that it is critical to our democracy to have our students
understand the diversity and complexity of our history and the cultures of the
world. I also argue that it is more effective. When students see themselves in
history, they engage in learning with a whole new vigor-and rigor. The new
History and Social Science framework is a disaster, both in terms of process and
content. Why were the earlier drafts rejected?

The costs involved in aligning the framework were also criticized: “Our
department in Scituate, MA, is allotted $1200 for textbooks each academic year; at $45
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per text, that covers about 25 books per year. How will communities be able to meet
this? Alas, one more state mandated expense without the state funding to support it."
(Letter from Norm Shacochis, Chair, History and Social Studies Dept., Scituate, MA,
12/17/1996). Beverly Nelson, Coordinator of Social Studies in the Medford Schools
(1/2/1997) echoes the financial concerns in her letter to the Department of Education:
My estimate is that I would need at a minimum $50,000 to finance these changes
(new texts and materials). My present budget is $7500 and the socioeconomic
nature of the community realistically can not fund the needed changes. Unless the
state is prepared to give financial aid to the poorer communities, we will widen
the gap in inequities in student learning among school districts that educators have
been diligently trying to close. This will in turn be reflected in test scores on the
MCAS. By requiring such massive changes in current curriculum we will be
creating an undemocratic document.

Finally, the politics of the frameworks are addressed by a number of respondents.
Kathy Greeley, quoted above and a member of one of the earlier focus groups that gave
input to the writing of the framework, comments on how three people wrote the final
document: “This new draft was created by three people who, I believe, are out of touch
with today’s students and their needs. What was wrong with the previous drafts?. . .Why
do these three people think they know better than thousands of educators across the
state?” Anne Wheelock, Program Assistant at the Boston College Program for Testing
(1/5/1997), commented “ . .the proposed frameworks are not those developed and
owned’ by Massachusetts educators. This may ultimately be their most serious
weakness. Thus, if these frameworks are passed as written, we are left not only with two
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unnecessarily narrow frameworks, but ones that do not have the endorsement of the
educators whose teaching they are meant to inform.” The President of the Massachusetts
Council for the Social Studies, Carlyjane Watson (1/3/1997) declared:
.. .that the decision and actions of the Massachusetts Board of Education and
their Chairman at their October 21st meeting—that is, rejecting out of hand the
second draft of the History/Social Science framework and authorizing the
Commissioner of Education to appoint a committee of one to draft a contentbased scope and sequence for use through the Commonwealth without
commentary or input from the professionals throughout the state-violate the
principles upon which we understood educational reform in Massachusetts was to
be undertaken.

As a former member of the framework committee. Dr. Gerard M. Koot (12/11/1996),
watched the process “with apprehension.” He gives a little history:
After the Board of Education’s summary rejection of our Draft History and Social
Studies Framework in October, and your further rejection of another draft in
November, I must reluctantly conclude that you have decided on an authoritarian
approach to curriculum reform that rejects the teacher centered education reform
movement Massachusetts had embarked upon as well as the advice of national
professional associations in History and Social Studies.

One of the teachers that I interviewed, Eleanor, was also a member of the
frameworks committee. Here she comments on many of the previously stated problems
of the framework:
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Finally, I would like to briefly address the process that created this document.
Having three members of the Board of Education create this document violates
the spirit of the Education Reform law. It clearly tries to teach students about our
democratic system, but ignores the democratic process in its own creation. The
tact that the Massachusetts Board of Education does not value the democratic
process is an important lesson that our students should not have to learn. The
second draft developed by the revision committee needs to be revisited and
improvements made in that draft to address the Board’s concerns about too much
process and not enough content. That is a valid and important concern, and must
be addressed. However, it should not be addressed by throwing out the entire
draft and creating this document which is simply a modified version of Virginia’s
standards. I urge the Board of Education and the Department of Education NOT
to endorse this document and return the process to an inclusive one that will be
embraced by educators, and for which a high stakes assessment that tests more
acquisition can be developed.

To conclude this discussion of Massachusetts Education Reform, I include
segments of an interview that I did in the spring of 2001 with Eleanor, a member of the
original framework committee. I have taken license to choose to include only some of
the responses in the literature review. I include these segments because they clearly
address the writing of the framework, the politics involved, and how the final document
replaced the work of the framework committee and was written by three members of the
board of Education. It is an oral history source related to Massachusetts educational
reform and the development of the History and Social Science framework.
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Interview with “Eleanor”, a member of the Framework Committee
It’s interesting that you talk about the national movements because the first thing
that we did was to look up and get information about national education reform
movements... and they got everything for us. If we said that we needed
something, they got it, the DOE (Massachusetts Department of Education) got it.
We looked at all the national standards, all the frameworks that were in other
states. Dick Aieta [a member of the framework committee] used to come to the
meetings with a milk crate on rollers because you wanted to have all those
documents just in case you needed to refer to something. This was after the Ed
Reform Act of 1993.
It was 1994,1 think, when they really got the frameworks committees
going and it was really positive and the atmosphere was upbeat and optimistic and
[we were told that] you’re going to design something idealistic and that was a
problem with it because we should have been given the pragmatic parameters of
this. "Look, here are some bottom lines. You need to do this, this and this,
whatever.” So, consequently, we really didn’t do the first draft, the Uncovering
the Social Studies, as well as we should have. It had some wonderful pieces to it
but it lacked the history piece, a history framework without history. That was a
fair criticism [of it] and a number of us, in that first group, had that very same
criticism but we also felt like “yes, that is true,” but I felt comfortable with it
because “we’re going to provide the history at the school site.” These were the
guidelines. We’re not going to do without history but we are just going to teach
the history through these lenses of different strands and questions. But, that
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wasn t enough. The document itself was made up of the “Common Chapters”
which were supposed to be the more generic views on educational philosophy in
Massachusetts based on the premise that “All children can learn.”
The DOE was primarily writing the Common Chapters. Dan French,
trom the Department, was primarily writing those chapters. Yes, maybe all
children can learn something but it is not saying what we really want students to
learn, all students.
\

’

As a committee, we were divided into groups. We met a lot and the
meetings were very positive. We had writers with each of the groups. We
reviewed standards. We reviewed everything and then, we would have vicious
fights, not really, I mean not these kind of political fights, but just you know.
Dick Aieta was a huge voice in saying, "Don’t go down that core knowledge road
because it is a black hole. You start listening and_” We tried to avoid that
black hole but we didn’t, we couldn’t, because of the politics at the time.
Then, the politics of the Board changed and, as things started to shift
suddenly, the idealism and optimism was getting crushed because everything that
we had presented to the Board, Uncovering the Social Studies, was ridiculed by
John Silber, Chairman of the Board of Education. That was the first document.
Uncovering the Social Studies. I think it was a good document but I think that it

could have been better, but we just couldn’t finish it, we couldn’t fight about it
anymore. We decided on the “consensus” view which worked well. “Can you
live with it?” became our mantra. It is very fair, so when we got into discussions
of the black hole of content, there were people who couldn’t live with it. They
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couldn't. They just stopped it. So, you say “Okay, I can live with this.” Because
I knew, as a history teacher, that I would teach the content through the lenses of
this document. But, as a committee, we sort of just got fired. Well, not exactly.
We presented the document to the Board of Education and, as I already
stated, John Silber [the Chairman of the State Board] ridiculed it. When we
presented it, Silber said something like, “This is exactly why we shouldn’t have
these committees,”. .. how did he phrase it? He said something like “You know,
you give a committee a direction to assemble a horse and they put together a
donkey.” You know, it was like that kind of thing. It was nasty and we were just
like, “Wow.” We had some real movers on our framework committee, real doers
like Dick Aieta, Wendell Bourne, Gail Webb, Russell something, what was
Russell’s last name, he’s out in Western MA. .. he had two names to it, Russell
Vernon-Jones or something like that; Alan Stoskopf, of Facing History.
Most of the committee were teachers, Russell was a teaching Principal and
Alan was from Facing History, Brookline, MA, and he was terrific. There was
also Dan French from the Department of Education who was terrific. He left the
DOE. Oh I liked him a lot. We fought over a lot of things but he was even too
liberal for me but he was terrific and his heart was with the kids and he challenged
us to always do the best that we could do for the kids. Some members of the
committee thought that we needed more content in that draft. But again, I felt like
“okay, I think it’s light but we’ll be fine because we’ll still fit in our own
content.” So, then, Silber, of course, ridicules it and sends it to a revision
committee, revision committee number one.
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Silber then appoints six of the original members and six new people that
the Board appoints to salvage this document. Dan [French] was still bringing it
together and members from the original group were to join with six people that
the Board would appoint. They met and the key, their key person on the revision
group was Paul Gagnon, a historian at Boston University. All the members of the
Board were involved in some way or other. And this was 1995.
Let’s see, it took probably two years to work on the first draft and then,
the next ones were fast so that’s the thing. Let me think ... it [first draft] must
have been rejected at the Spring Board meeting in 1995 or maybe it was
December of'95. Anyhow, the draft that was the best was the one that the
revision committee came up with by October of 96.
Gagnon was very good to work with. I think what the Board expected was
that their revision group would just take over and do all of this but instead, what
you had was a group of people who worked pretty well together. The group
battled, like any group that comes together and has battles, but it really worked
well and I think they produced a good framework, which was the October Draft,
and brought that to the Board. But it never saw the light of day.
At the Board meeting, the committee never had a chance to present it. It
even threw Paul Gagnon. He didn’t anticipate it, none of us did. Apparently,
Thernstrom, Schaeffer, and Peyser, members of the Board at that time, were angry
about the way the whole thing had gone. I don’t know what was going on and
they would be interesting to interview if your study was on the politics of the
framework.

54

So, these three could not use the same criticism that the framework was
light because it wasn’t, but maybe that’s why they prevented it from even getting
a fair hearing. So, at that point, that’s when Silber interjected, I should say
injected himself into the whole thing directly by then saying to the three of them,
‘The three of you have been saying that you seem to know what you want, so I’m
appointing you as the next Framework Committee.” So, the October Draft group
was dismissed. Right there. Nothing was voted on, nothing. The October draft
had been submitted ahead of time, as all documents to be discussed by the Board
are, but it was never discussed. I mean, everyone was stunned and we spoke out.
Schaeffer, Peyser, and Thernstrom were supposed to meet with the
Revision Committee, and bring some materials. This is when it got the worst it
had ever gotten. They were told to use some of the stuff from the October (96)
draft and look at that. So, this is the winter of ‘96,1 believe. The committee met
a couple of times and submitted stuff to the three of them. So, then came their
infamous Pumpkin Papers (as we called them because they were on orange
paper). That was given out in December, 1996, at the holiday break because the
intent was—I believe the intent was—to do this when schools were on vacation.
They had a public hearing section, but the public response had about two
weeks and it was two weeks over the holiday break and that was when Deborah
Meier [the MacArthur Award winning founder of the Central Park East School in
East Harlem and currently the co-principal of the Mission Hill School in Boston]
came in. The committee enlisted the troops. The committee was so angry
because they hadn’t been treated as professionals, never mind all the work that
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they had done on the first draft and the revision. Now, fm somebody who really
believes that you try to work from the inside, let’s try to work this out in the best
way that we can, but this was so unprofessional.... So we called out all the
troops and ot course, Alan, with his Facing History connections got the big guns.
So, we had Sizer speak; we had Deborah Meier speak. We really organized the
troops and consequently, at that hearing at the DOE, there was something like 100
speakers and the place was packed, and letters were sent. By now, it was either
late January or maybe February, 1997. I knew that it was over_ What people
were appalled at was that it was being discussed even when the colleges were on
break. Silber began the meeting by saying: “I never have gotten this much mail
from this many". .. so then Silber dismisses the three he had appointed, Shaeffer,
Thernstrom, and Peyser, but they say “Well, we’ll keep working on ours to make
our draft better” but Silber then appoints DeLattre, Crutchfield, and Irwin. So,
Thernstrom, Schaeffer, and Peyser continue to work on their Pumpkin Papers,
redrafting them and the revision committee was supposed to make our October
draft better, more content-rich but do remember that the revision committee had
been disbanded and replaced.
The October draft was better than anything that was ever produced.
However, I don’t believe that we ever had a user-friendly framework ... but the
October draft (that the revision committee had done) was a more reasonable
framework and it had essential questions. The next one, the one that is now in
place, the gray one, the slate copy ... is too, it’s too, if s just disparate sections.
You know, it’s okay, like here’s an opening ... here’s a thing on core knowledge.
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Here’s a thing on skills and I think that skills section is wonderfully written but
the entire document is a hodgepodge and so political.
The new committee met at Boston University and DeLattre and Gagnon
were doing a lot of the writing. Susan Goldsmith was doing primarily the
elementary stuff. Some members argued with Paul Gagnon about his emphasis
on Western Civilization, but I thought he was terrific to work with and a good
writer. However, these long laundry lists, known as “the commonly taught
subtopics," was something that DeLattre wanted. I’m sure. The committee fought
about it and we insisted that these commonly taught subtopics would land up
driving the document, and so what DeLattre said was “Here’s what we’ll do. I’ll
send it to an outside group of reviewers and let them make suggestions on what
they think. The problem was that he sent it to three people, one of them being
Alan Fraker who had been on one of the MCAS committees and was a real
stickler in terms of detail and pickiness. So, the document came back saying that
the Commonly Taught Subtopics should follow the Core Knowledge.
Roberta Schaeffer and Abby Themstrom kept revising their Pumpkin
Papers. This was an unbelievable battle. They did the work or they had someone
work on their Pumpkin Papers.
At the spring meeting (1997), the draft, the final copy that we have now
was on the agenda as “approval of the draft.” It was so political and they were
fighting with each other, our draft was first and the next item on the agenda was
“approval of the draft,” so, in other words, if our draft didn’t pass, then the next
vote was theirs. This was Spring, '97. The deciding vote was Peysers’ because

5

DeLattre had done his work and the two others had their people. So the vote was
tour to tour or three to three. So, Peyser could go either way and so he had Alexis
Vagianos, the student who was on the Board, and Dr. Stanley Koplik, from
Higher Education, Shaeffer and Thernstrom. On the other side, it was DeLattre,
Crutchfield, Irwin, and I forget who the fourth person was, and so you had four to
four and Peyser was the swing vote. (See list of Board members in Appendix
C). He seemed to really care about the Economics piece, so before the meeting
we were all called into Silber’s office and the deal was that Peyser could live with
the draft as long as the Economics section was substituted and he brought his own
Economics section which was written by someone else. That’s what I mean, it’s
not one voice in that whole document, you can tell when you start reading it. The
Economics section is like pages out of a college textbook so . .. Peyser cast the
vote with the current document and that’s how it evolved. The current document
is DeLattre, Crutchfield, Irwin, Peyser and I forget who the fifth person was....
Thernstrom voted against their draft because she and her team were still pushing
the Pumpkin Papers. So, now, today [2001], with the new revision being
developed, you can see why Abby and Roberta are now out with a vengeance to
get what they originally wanted. There is no educational discussion going on.
You keep hearing Abby Thernstrom say: “We knew we were right before. We
knew we were right,” and “Oh, finally, we’ll do it right. We tried to do it once.”
The present framework [1997] is really Ed DeLattre’s document. Now, given the
choice, DeLattre’s document was better than the Pumpkin Papers... in leaps and
bounds but it is still fragmented. The problem is this emphasis on Core
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Knowledge, and the funny thing is that DeLattre and Thernstrom actually agreed
on that, I think, but I see also the Board politics were such that there were two
groups, and they would fight each other on everything. As I said, I found
Schaeffer to be very workable. One thing about Ed DeLattre was he always
treated us as professionals. So, it was DeLattre, Crutchfield and Irwin, but it was
really DeLattre as the key mover along with Susan Goldsmith, that were the real
architects of the current 97 framework. It’s a mess. It was so political, so
political.

This interview took place in the spring of 2001. Since that time, the Department
of Education has completed a revision of the framework with a committee of teachers and
administrators. Through the summer of 2002, it was out for public comment, and some
suggested changes were made. It was approved by the Board of Education at their
October, 2002 meeting but it is open to amendments. It is still a controversial document
and the revision has been criticized for lack of multiculturalism, being too eurocentric,
with too much content, and as not age appropriate. These are some of the same
arguments that had been heard in the existing framework. A number of administrators
throughout the state signed a letter to the DOE requesting that the document be returned
to the committee for further analysis. They presented this letter to the Board at the
October meeting when the revised framework was passed (see Appendix E).
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Experiences of Practicing Teachers with Educational Reform
What have been and are the experiences of practicing teachers with the current
educational reform movement of the past ten years? Since my study focuses on teachers’
experiences with the Massachusetts Framework in History and Social Science, as part of
my literature review, I wanted to research teachers’ experiences with educational reform
programs throughout the United States. I would have liked to have found articles only in
education reform and the teaching of history. However, I found that this was too narrow
a focus. Therefore, included in this literature review, are articles on teachers’ experiences
with education reform in general.
In researching teachers’ experiences with standards-based reform, I found three
major themes: teachers' belief that standards and education reforms can work; their
descriptions of the impact of education reform on teaching and learning; and their
perspectives on the value, impacts, and effects of standardized testing.

Standards and Ed Reform
There are many teachers who are enthusiastic about content standards. Eighth
grade teacher, Trish Coitner, interviewed by Anne C. Lewis felt that the district’s
standards, based on the California frameworks, “help us get an amazing amount of
information unjumbled. The fluff is gone from my teaching. I haven’t eliminated my
favorite units, but I keep them focused on the task” (p. K16). Irmgard Williams stated to
Holly Holland (December, 1997), “I know reform works. I have first graders who know
times tables when I used to struggle to get third-graders to know them. I guess the
biggest difference now is the children love to write” (p. 271). Carolyn Bunting, a former
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teacher educator, (1999) believes that “Reforms will come and go, and objective indices¬
like test scores will continue to vary for reasons often unrelated to reform. But when
schools think beyond objective evidence to the most enduring benefits of change, then
reform becomes a worthwhile investment of resources” (p 216).
Standards can also send a positive message. According to Alexander (1993), teachers
are reclaiming the profession. They are finding their own voice. They are directly
involved in standards projects, curriculum writing and assessment strategies. The
standards are a catalyst to major systemic changes.
Standards, however, are not the same as standardization. Deborah Meier (2002),
supports higher standards:
That a standardized one-size-fits-all test could be invented and imposed by the
state, that teachers could unashamedly teach to such a test, that all kids could
theoretically succeed at this test, and that it could be true to any form of serious
intellectual and/or technical psychometric standards is just plain undoable. And
the idea that such an instrument should define our necessarily varied and at times
conflicting definitions of being well educated is, worse still, undesirable (p. 121).

In another of Meier’s articles (1995), she addresses the entire structure of such reforms—
changes in class size, the role of choice, and shifts in power relationships—all of which
she considers hard to do but they can be ordered from the administration. The trouble
with these changes is that the implementation is “slow and steady work that will have an
actual impact on young people’s intellectual and moral development.” She stresses how
school reform needs to slow down to get the job done right.
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The Kentucky Education Reform Act (KERA) (1990) was one of the earliest
state etlorts to launch an educational reform plan. It was radical and far-reaching and
inspired school reform efforts throughout the nation. KERA required schools to
introduce many new school-wide educational innovations, including high-stakes
periormance assessments and multiage elementary classrooms. It has been in place now
tor a decade. According to Pankratz and Petrosko, the most recent Kentucky Institute for
Education Research (KIER, 1999) opinion survey states that:
A majority of teachers (51%) in the survey sample also support the notion that the
state should establish a statewide curriculum for each grade level. This suggests
that educators still struggle with the conflict between being responsible for
deciding what to teach and being told exactly what to teach, between autonomy
and prescription. They wish to have considerable autonomy with regard to
curriculum content, yet at the same time they tend to prefer an established
curriculum they would have great confidence in teaching, particularly if they are
being held accountable for student learning based on statewide tests, (pp.l 10-

111).

In much of the literature on standards and education reform, I found an
acceptance, sometimes even a welcoming, of the structure and the framework. Some
teachers felt limited by the framework in the teaching and learning of content, but others
did not. I found similar results in the interviews that I conducted for this study.
According to Jones and Whitford (1997), some educators welcome the development of
standardization and others recognize that the more prescriptive curriculum becomes, the
more the role of the teacher becomes that of a technician. Teachers are pressured by
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frameworks and standardized testing to deliver knowledge and skills determined by
others, rather than to decide what works for individual students.

The Effects of Education Reform on Teaching and Learning
Shirley Rau (March 1992) is an English teacher in a public high school in Idaho.
She feels that:
Educational reform is in its Vietnam era. We talk about numbers of body bags
coming home. We show footage of losses. But we don’t provide the necessary
financial support, the necessary technical support, for success. We leave our
teachers in the trenches alone, fighting disillusionment and despair. Outstanding
teachers -those teachers I represent- are leaving the profession (p.33).

Holly Holland (1997) interviewed Kentucky school teachers and many expressed
the view that the KERA (Kentucky Education Reform Act) had given them profound
power. As Holland states: “And yet, it presents teachers with a new set of challenges that
they’re still struggling to understand. Education reform means that teachers must do
more than raise the achievement bar for their students. They must also improve their
practice” (p.266). Holland mentions that one such teacher, Irmgard Williams, 57 years
old with 27 years of teaching experience, felt that she had been “smothered” by the old
Kentucky educational system, and she was quite ready to throw herself into the reform
movement and did so. She became a team leader working with other teachers to plan
appropriate lessons for primary school students and training other teachers to use
cooperative learning. After five years working with Kentucky Educational Reform,
Holland found that Williams was worried that “hard-working teachers would stop trying
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to improve if people didn t acknowledge their efforts. Personally, she was feeling more
depleted than fulfilled-and she had plenty of company” (p. 268).
There were other teachers who echoed concern about effect on teachers and
students. Andrew Dunn (1993), an English teacher from New Jersey, expressed concern
that once standards are established and everything structurally is in place, “will teachers
and the children they teach be better off? ” (p. 78).
A common concern is that the required textbook will take on undue importance.
Another is that teachers will be rewarded for teaching by the text if their students score
well on standardized tests. Mary Anna Dunn (2000), a consultant and college teacher,
believes that texts should be only one of many learning resources and that they can be
used creatively in an enriching classroom. Textbooks can be used strategically when they
are used as a framework, a source of questions and activities, for background and context,
and in cooperative learning activities as a reference.

The Value, Impacts and Effects of Standardized Testing.
Once the conversation turned from frameworks, structures, and educational reform to
testing, types of standardized tests, and high stakes testing, the tone of the writer, or the
interviewee, changed. Many teachers will immediately respond to testing more than to
the structure of education reform. According to Jones and Whitford (Dec. 1997):
Ask almost any teacher in Kentucky about the Kentucky Education Reform Act
(KERA), and invariably the response will be about the Kentucky Instructional
Results Information System (KIRIS). While KERA has resulted in many
progressive changes, including performance-based assessments of students, an
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appointed (rather than an elected) chief state school officer, an ungraded primary
program, and a new finance formula, KIRIS, the assessment and accountability
component of KERA, has commanded everyone’s attention. And no wonder,
KIRIS turns the results of student performance assessments into a “school score”
that the state uses to determine rewards or sanctions for teachers and
administrators (p. 276)..

One fundamental issue concerning testing is “covering the content.” Mrs. B., a
teacher that Suzanne Wilson (1996) and her colleagues interviewed, knows that she needs
to cover content and teach basic skills to get ready for the tests. She knows that students
ha\e to pass tests in the district’s basal reader. Passing these tests determines promotion
or retention and scores need to be reported out to the district. This puts tremendous
pressure on both the student and the teacher and focuses the teaching on test results.
Susan Ohanian (1999) has taught in the California system, another school system
like Kentucky that was early to implement educational reforms. She has written about
her concerns and criticisms of standards-based education, the center of the national
educational reform movement. She feels that standards ignore the real needs of children
and sell teachers short and she calls the people in support of standards, the
"standardises” (p. viii).
From my review of teachers’ experiences with educational reform, teachers
generally agree that there seems to be very little concern about the “big ideas” or the
themes” in the education reform movement. There seems to be more of a push to cover
the content than to focus on knowledge. Jay McTighe (2001) asserts that linkage and
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depth are essential in helping students remember both what is taught and to connect it to
their other learning. "If knowledge is taken in and memorized in disconnected chunks,
you quickly forget it. We need to teach the content standards in a way that will yield real
learning and not just superficial coverage” (p 5). This is a concern of many teachers.
In concluding this literature review, let me share the point of view of Mimi
Brodsky Chenfela (2001), who is both an educator and a consultant:
The children will tell you if you listen to them: we want to learn things by heart;
we want to fall in love with school and learning; we want to be smart and full of
the excitement of discovery and knowledge; we want to run into school, not drop
out. Perhaps we adults are the slow learners (pi93).

Summary
The four areas of literature review that support this study are multicultural
education, particularly as it is defined and how it relates to democracy and education
reform; the national education reform as it relates to the development of the history
standards; Massachusetts education reform and its implementation through the
development of a series of frameworks, inclusive of segments of an interview with a
former member of the original frameworks committee; and finally, a literature review on
the experiences of teachers nationwide with educational reform and their concerns about
the direction of education with the push for standardization.
From this review of literature, I was able to develop a series of questions for
interviewing teachers and to seek out the public documents that support both this
literature review and the actual interviews.
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CHAPTER 3
DESIGN OF THE STUDY/METHODOLOGY
This isn't a business. It's kids ... I wish the state listened as well as you do and
they don’t. They really don’t and that’s sad. And I really don’t know where they
get the teachers that they pow-wow with over the framework.

Cara is a suburban teacher I interviewed who, in the above quote, is commenting on the
state, the framework, and on teachers' voice. Being interviewed can have a powerful
effect on teachers. Cara was pleased with the process of being interviewed and being
heard. When I told her that I would be interviewing teachers across the state to hear their
stories on working with the state framework, she was quite happy. Apparently, this was a
unique experience for her ideas to be heard.
The purpose of this study was to explore the experiences of fifteen high school
teachers working with the Massachusetts framework in history and social science through
a series of qualitative interviews through the following research questions that guided this
study:
1. What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework?
2. Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?
3. What meaning do Massachusetts teachers make of the History and Social Science
Curriculum Framework?
4- What are the implications for teacher education and professional development from
this study of teachers’ experiences working with the Massachusetts framework?
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In this section, I will describe:
•

The approach I used in this study;

•

The pilot study;

•

The participants and the selection process;

•

Confidentiality and informed consent;

•

Data Collection;

•

Data Organization;

•

Data Analysis

Approach
As a researcher, I reviewed the various methods of interviewing in making a
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decision as to what methodology I would follow. The methodology that I decided on was
qualitative research, defined as: an inquiry process of understanding a social or human
problem, based on
building a complex, holistic pocket, formed with words, reporting detailed views
of informants, and conducted in a natural setting. Alternatively a quantitative
study...is an inquiry into a social or human problem, based on testing a theory
composed of variable, measured with numbers and analyzed with statistical
procedures, in order to determine whether the predictive generalizations of the
theory hold true (Creswell, 1994, pp. 1 -2).

Some of the major characteristics of qualitative research, according to Fraenkel
and Wallen (1993), are naturalistic inquiry (studying real world situations as they unfold
naturally); use of inductive analysis; personal contact and insight; and design flexibility.
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In this study, the student, the teacher, and the curriculum were the real world situations
and my interaction with teachers through the interviews was the personal contact and
insight component necessary for qualitative research.
Bogdan and Biklen (1998), define qualitative research a bit differently. They
include five features, all of which are present to different degrees in this study:
naturalistic, meaning that the research (primarily the interview) takes place in actual
settings which sets a context; descriptive data such as tapes, photos, interviews, memos,
and any other documents and records; a concern with process, rather than just outcomes
and results; inductive method used in analyzing the data collected so that the data unveils
the research; and finally, the meaning is essential in that researchers look at how people
make sense of their lives.
According to Moustakas (1994), "the empirical phenomenological approach
involves a return to experience in order to obtain comprehensive descriptions that provide
the basis for a reflective structural analysis that portrays the essences of the experience"
(p. 13). Giorgi (1985) outlines two descriptive levels of the empirical phenomenological
approach:
Level 1, the original data is comprised of naive descriptions obtained through
open-ended questions and dialogue. On Level II, the researcher describes the
structures of the experience based on reflective analysis and interpretation of the
research participant's account or story (p.69).
The aim of the phenomenological approach is to determine what experience means for
the persons who have had the experience and who are able to provide a comprehensive
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description of it. From the individual descriptions, general or universal meaning -in
other words, the essences or structures of the experience- are derived (Moustakas, 1994).
Typically in a phenomenological investigation the long interview is the method
through which data is collected on the topic and question (Moustakas, 1994). The
phenomenological interview involves an informal, interactive process and utilizes openended comments and questions. Bogdan and Biklen (1998) believe that researchers using
this method attempt to understand the meaning that events and interactions have to
ordinary people in particular situations. A qualitative researcher learns about a way of
life by studying the people who live it and by asking them how they think about their
experiences. Yow (1994) states that uthe in-depth interview enables the researcher to
give the subject freedom to answer as he or she chooses and to give meaning to what is
being discussed” (pp.5-7).
After reviewing various qualitative research methods, I decided to use
phenomenological interviewing, adapting the model developed by Seidman (1998).
Seidman’s model involves a series of three separate interviews with each participant.
The first interview is focused on their life history from the past to the present. The
second interview focuses on the present, the "now,” and the final interview is based on
the meaning of it all, the interviewee’s reflections. There is a clear and definite process
in conducting the three interviews, not only to attain information, but also to put the
information into a context. Therefore, in the process of conducting the three interviews,
the interviewer must maintain a delicate balance between providing enough openness for
the participants to tell their stories and enough focus to allow the interview structure to
work (Seidman, 1998).
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Seidmarfs model allows the interviewees to tell their story. It is informal,
allowing interviewees to talk as long as they choose in response to the three questions.
For this dissertation, I knew that I wanted to interview teachers on their experiences with
the development of curriculum, focusing in particular on their experience prior to and
with the state framework; I adapted the questions accordingly:
Interview One: The "life history" of the interviewee.
* "Tell me about yourself (your history and background in education, schooling
experiences, teaching years, experiences in developing curriculum, and teaching
of history) prior to the state framework."
Interview Two: The “now” of the interviewee. Interviewees tell about their
current experiences as teachers developing curriculum and assessment.
* "What is your experience now in curriculum development and teaching of
history with the History and Social Science Curriculum Framework (1997)? What
do you consider positive in the current curriculum framework and why? What
needs revision and why? “
Interview Three: The meaning. Given what the interviewee said about his/her
history in curriculum development and assessment, where they see the
Massachusetts framework and assessment leading.
*“What do these education reform changes mean to you? How do you make
sense of these changes? How do you understand them? How do you think about
them in your life as a teacher? (In this last interview, I try to get the participant to
reflect on his/her experience). What meaning do you make of your experience
with education reform, the curriculum framework, and MCAS? How do you
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understand how it has affected your experience as a teacher and your sense of
yourself as a teacher?”
I experimented with the interview questions by conducting a pilot study to try out
the specific questions, to practice using a qualitative approach, and to analyze if there was
enough data to conduct worthwhile research. I created a set of sub- questions for each
interview (Appendix F).

Use of Triangulation
To address possible bias, I used triangulation, which is the use of multiple
collection methods. Three data gathering techniques dominate qualitative inquiry:
observation, interviewing, and document collection (Glesne, 1992, p. 24). In this work, I
did not directly observe the fifteen participants in their classrooms. However, I did
analyze their experiences with the history and social science framework through their
responses during the three interviews.
The second piece of triangulation is my collection of documents related to the
development of the framework in history and social science. Copies of memos and
letters related to the framework process, as well as documents related to Massachusetts
educational reform and letters from the public during the response period, are included in
my research and are located in the Appendices.
The final piece of triangulation is the extensive review of literature related to
multicultural education and educational reform: the national education reform movement
evident in a majority of states developing educational reform plans; the Massachusetts
Educational Reform Act of 1993 and the resultant frameworks written in seven academic
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areas; and the experiences of public school teachers, throughout the nation, with
educational reform. The review of literature allowed me go to the research base for the
study of educational reform nationally, as well as within the state, and helped me
triangulate my data with what I had collected from the interviews and the documents.
The interview questions were based on the review of literature concerning issues of
multiculturalism and educational reform; the development of the Massachusetts
Education Reform Act; and with the experiences of teachers with education reform on a
national level.

The Pilot Study
I wanted to pilot the three interview questions as well as an adapted method of
phenomenological interviewing based on Seidman (1998), as stated above. For the pilot
study, I interviewed Lisa, whom I had met at a curriculum workshop. The first interview
was in late June 2000, the second was in the summer of 2000, and the last was in the
winter of 2001. Because these were my first set of interviews for this study, I was much
more formal in the questioning than in the later interviews with the other fourteen
teachers. With Lisa, I was learning how to interview, and formulate the questions, as
well as which questions to ask and how to adapt those questions while continuing to learn
to be a good listener.
It was at the close of the 2000 school year that Lisa and I met for the first
interview in her classroom at the school where she teaches. She is a high school teacher
of global studies and teaches primarily Grade 10 students. Since this was a pilot study,
we were both a bit nervous and I knew that my job, as interviewer, was to move the
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questions along until she was more comfortable. I found that after the first twenty
minutes or so, the questions as well as the responses flowed easily. I organized the
interview around the three research questions. However, I found that supplementary
explanatory questions related to the overall research questions really helped Lisa relax
and kept us focused on the purpose of the interview.
In the first interview, Lisa was quite clear about how much she loved her own
experiences in elementary school, and she remembered it as being a big part of her life.
She loved school and especially loved social studies. However, she also remembers that
this all changed in eighth grade. School wasn’t fun anymore and there was a lot more
social pressure that continued through high school. She was bored a lot in high school.
She was Splaying at school.” Luckily, a few good teachers, primarily history teachers,
changed things around for Lisa and got her involved in learning so that she began to
focus on college and becoming a political science major.
As Lisa spoke, I found her enthusiasm contagious, especially when she talked
about learning and how she learned and needed to “have a structure.” Those classes were
the ones in which she thrived. She stressed that she flowered in those classes in high
school that offered structure, clear assessment, and evaluation:
There were teachers at the high school that made teaching look like they were
having a blast, like they lived to do this and it was fun and those were the classes
that I enjoyed and the teachers I got excited about learning with.

By the end of the first interview, I had a good idea of Lisa’s growing up years as they
related especially to her school experiences up to and including college. In this first
interview, she commented extensively on self-esteem issues as they related to tracking:
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Everyday, the AP (Advanced Placement) students get validated just by showing
up to their Honors and/or AP classes. They know that they are in the best classes
offered but for so many kids, there is no validation unless a teacher makes a
difference.

I could see that this was a big issue for Lisa, and we pursued the idea of tracking. She
said, "I remember losing sleep over which group I would be in in elementary school. It
was huge to me. It wasn’t important to my mom but to me, it was devastating."
Lisa went on to discuss how she automatically majored in political science and
took the education classes but was not planning on teaching. It wasn’t until after she
graduated and needed a job that she decided-very hesitantly-to try teaching. Her first
teaching job was in a school for troubled youth as a substitute teacher where she did
everything. She commented:
It made me put things into perspective because I saw kids who had real problems.
Some had been abused by parents or siblings; others had babies by their mother’s
live in boyfriend; others had been raped, and so many had been neglected,
unloved. I learned about myself as well as those kids. I became very close to
some of those kids. I knew that I did not have the special education skills that
were really needed to help these kids grow and learn. I was like a baby-sitter, a
good friend, and they knew that I loved them but love is good but not enough. I
remember when one big boy, probably 300 pounds, in response to the news that I
was leaving by knocking out all the windows in my classroom. I know that he
counted on me but I also knew that I was not the best teacher for these kids. I was
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limited in my training. I had to move on. It was hard, very hard to do so, but I
did move on to a small, rural school and there were kids there who also needed a
good teacher and I was bound that that was the teacher I would be.

Lisa had to develop all of her own materials for her courses. There was no state
curriculum, nor was there any real collaboration between teachers. However, there were
always individual teachers who would share ideas or lend her a lesson plan, but again, no
real professional collaboration. She was never evaluated. She told me, "As long as I kept
the kids in their seats and came prepared to class and didn’t get any parents upset, I was
considered a very good teacher."
In the second interview, in the summer of 2000, Lisa responded to the questions
concerning the Massachusetts state framework in history and social science,
Massachusetts testing known as MCAS (Massachusetts Comprehensive Assessment
System), and curriculum development. In this interview, she also spoke of how much she
loved cooperative learning, small groups wherein students take on a problem and/or issue
and really hammer it out and learn to listen to each other to come to some decisions on
the issue or problem. Today, she still spends a lot of time teaching students how to listen
to each other’s viewpoints as well as to express their own.
Lisa returned to a theme from the first interview when she remembered once
again what it was like to be a student and how she never wants to forget that in her role as
a teacher:
That is a big piece for me, to value them (the students). I stand at my classroom
door and greet every student by name and comment if they weren’t there the last
time and that I missed them. The simple things like that help so much because I
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remember how I felt. For some kids, that is the only positive feedback that they
will get all day, knowing that they were missed from the class.
When asked about teaching with the curriculum framework, Lisa
responded:
I don’t have a problem working with the framework. It makes more sense
following the scope and sequence of the framework rather than studying history
region by region as we did (at her school) prior to the state framework. I do feel
there is too much content to be taught and it is too European based, but other than
that I can work with it. It focuses the teacher and that does not mean that you
have to be limited, after all, my job is to teach it creatively.

As far as state testing (MCAS), she stated that she would rather see alternative
assessments such as portfolio assessment:
Through the portfolio assessment, you get to know a student. When you take the
MCAS test, you have no idea who those students are. There is no way that they
can really show you who they are as a student in the existing testing so there is no
clear way to assess them. You are assessing them as compared to other students
but not in their own realm, their own ability and talents. I don’t think it is fair at
all but I do agree we need to have some kind of standardized testing but it could
be a combination of both a test and a portfolio assessment.

In the third interview, in the winter of 2000, we discussed meaning that is, where
did she see the Massachusetts framework and assessment leading? Lisa connected her
history, teaching, and curriculum development and talked about what it all means, where
77

it is headed, what connections she saw and made with the state framework in curriculum
development. She commented:
The curriculum framework gives us the roadmap. All kids in Massachusetts
should be learning a certain body of knowledge and it is up to us, the teachers, to
teach that body of knowledge the best ways we can. It is a disservice to graduate
students that are not prepared and have not been given the same content that all
students need to live and work in this world. Are there some flaws in the state
framework? Do changes need to be made? Yes, but I think that the educators in
this state will always revise it and make changes in it so that it becomes more
workable. It is only a framework, a guideline to what I teach. It isn’t the teacher,
it isn’t the methodology, and it is only a guideline. I like structure as I told you in
the very first interview. I like that accountability. The framework does not
dictate practice.
\

In the final part of the last interview, where we focused on meaning, Lisa talked
about reflection:
Have teachers and students been reflective? No, not enough. That is where we in
education should be right now. What are we teaching? What have our students
learned? Does the MCAS reflect what students are learning? Also, are our
students learning to be thinkers through how we teach not only what we teach? I
think that I have to reflect with my colleagues on what we are teaching and how
we assess it. We need to work collaboratively on learning different forms of
assessment. We need to do more peer work on grading student work so that we
can learn from each other and take constructive criticism from each other.
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Overall, the pilot study went well, but each of the three interviews took much
longer than the ninety minutes that I had originally planned. In fact, at times, the
interviewee got bogged down in lengthy responses or went off on tangents and I had to
leam to refocus the interview around the specific question. With Lisa, I also found that
there was too much time between interviews. This long space made us rehash what we
had previously talked about in the earlier interviews. I found that the flow of our
conversation was stilted. As a result, in later interviews with other teachers, a shorter
time between interviews (even doing two of the interviews at the same time) created a
natural flow, especially between the first two interviews. I also learned to skip around in
using supportive questions within each interview, allowing the interviewee time to tell
stories and give examples.
From the pilot study with Lisa, I learned to do two of the interviews rather closely
together and then the third interview, on meaning, at a separate time. I was able to
develop more specific questions, as seen in the italicized part of each of the interview
questions, (Appendix F) within the broad three question approach of Seidman (1998). I
learned flexibility, and I learned to follow the cues of the interviewee. I adapted the
process, still using three interviews but allowing some of the interviews to be combined if
they naturally flowed or if the interviewee requested to combine the interviews. From
this original pilot study, I was able to practice, prepare and analyze my questions as well
as my methodology, become familiar with the process, and adapt what I learned to the
other interviews. As a result of this pilot study with Lisa, I wanted to hear the voices of
more teachers, and I developed a system to meet and interview other teachers.
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Participants/ Selection Process
As a sabbatical teacher with the Department of Education (DOE) for two years
(Fall 1999 through the Summer of 2001), I had many opportunities to meet with teachers
when visiting schools or conducting teacher workshops. In the spring of my second year
at the DOE, I served on a revision committee of the history framework. The purpose of
this committee was to revise the 1997 history framework. Frameworks in all the
academic areas had to be updated and revised. History was the last framework to be
written and approved; therefore, it was the last of the frameworks to be revised. The
committee consisted primarily of teachers. However, there were also two college
professors and at least three administrators on the committee. I was the sabbatical
teacher on the committee but I was not allowed to vote on any of the decisions because,
in my capacity, I represented the Department of Education. This really troubled me
because I was first and foremost a teacher and that was why I was at the DOE, where my
voice could be heard. During the revision committee meetings, my interest was sparked
m interviewing teachers. I had also completed the pilot study that winter. In the spring of
2001,1 decided that my dissertation would be based on interviewing teachers on their
experiences, since 1997, working with the Massachusetts History and Social Science
Curriculum Framework.
On May 1, 2001,1 sent out letters of request to 50 high school social studies
department heads across the state (see Appendix F). I asked them to share this letter with
the members of their department. I explained that I was a full-time teacher working on
my dissertation, which was based on interviewing high school history teachers on their
experiences with the framework in history and social science. I also explained that I was
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on sabbatical with the Massachusetts Department of Education. I was afraid that teachers
would not respond to my request because I was working at the Department and had not
been in the classroom those two years. I stressed that I was a full-time teacher and that I
wanted to interview them on their experiences with the existing history framework.
On a map of Massachusetts, I divided the state into five geographical regions
because I was seeking representation from each of these areas. I also wanted diversity
not only in geographic location but also in the type (rural, suburban or urban) and size of
schools, as well as, if possible, in the gender and ethnicity of respondents. I wanted to
interview teachers who had worked with curriculum prior to the 1997 framework in
history and social science, as well as since the framework. I did not want to discourage
newer teachers who were now working with the framework, but I sought primarily
teachers who had worked prior to and with the existing framework (see Figure 1, p. 83).
At first, I got responses primarily from teachers in the same type of school;
suburban and white. I found that I was not getting the diversity in region, type of school,
gender, or in ethnicity that I had hoped for. Except for Lisa, my early respondents were
white, suburban males. I subsequently sent out letters to all teachers who responded to
my letter of request, thanking them for their interest but relating to some that I needed to
get a broader sample and that I had too many respondents from their specific geographic
area. I wanted to make sure that I thanked them for their consideration of my request. I
did not know these people and they were willing to spend hours with me sharing their
ideas and opinions on the framework. Again and again I heard the refrain: “we teachers
need to help each other out.”
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I returned to my map of Massachusetts and sent out another thirty letters to
specific schools in urban and rural areas, hoping to get a broader sample. Responses
came in from a greater cross section of teachers from Lawrence, Framingham, Brockton,
New Bedford, and Boston, which expanded my pool of interviewees to urban areas (see
Fig. 2, p.84).
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Figure 1: Regions of Massachusetts from which Participants were interviewed
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Figure 2: The Interviewees
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I became a traveler, going all over the state. Sometimes, I met an interviewee in
the wee hours of the morning, interviewing them at a Friendly’s Restaurant or wherever a
restaurant close to their home was open for a 6 a.m. interview.

Sometimes, I would meet

them after their workday at a shopping mall or for an early evening dinner at a local
restaurant, usually their favorite. Whenever an interviewee could meet me, I worked
around my full-time schedule at the Department of Education in Malden. We met in
coffee shops, town libraries, their schools, community centers, and sometimes in their
homes. I saw parts of the state of Massachusetts that I did not know existed prior to this
study. In most cases, these teachers did not know me, but they opened up their lives to
me and I was truly humbled. As Seidman (1998) says, "Most important and almost
always, interviewing continues to lead me to respect the participants, to relish the
understanding that I gain from them, and to take pleasure in sharing their stories (p.l 12)."
Now, I will introduce the fifteen interviewees regionally (using pseudonyms)
according to where they teach in Massachusetts.
Boston and Surrounding Area
Eleanor: I introduced Eleanor in chapter 2, describing her function as a member of the
original state frameworks committee. However, I wanted to interview Eleanor as a
classroom teacher, which she was for over 20 years in a large urban high school. As a
student, she attended a very traditional school system, that is, a very basic neighborhood
school stressing reading, writing and arithmetic. Eleanor teaches history. She interested
me because of her wealth of teaching experience; her work with curriculum prior to, as
well as with, the framework; her work on the framework committee; and her creative
units of study for teachers that she shared at a variety of educational meetings.
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Maria: Maria is a young, urban teacher of Argentinean ethnicity. I mention her ethnicity
because it is relevant to the teaching of history, multicultural education, and her
responses to the interviews, especially her educational background and her evaluation of
the content of the framework. Maria had taught for only six years but since the
framework has only been around since 1997, her responses concerned her teaching
experience with the framework more than her teaching prior to its existence.
Merle: A teacher of African American ethnicity, Merle teaches in an inner city Boston
school. He attended public schools in the South and has taught for 18 years in primarily
at suburban schools in Virginia and in Massachusetts, before coming to Boston. I found
his comments valuable especially since so much of the Massachusetts framework is based
on the Virginia model.
North Shore
Sean: Sean has taught for a total of 24 years: four years in a Catholic school and 20 in a
Massachusetts public school. He is very active in creating units of study for social
studies that demanded critical thinking and decision making. I thought that his input on
the framework would be quite helpful due to his experience, as well as his own
professional development as an historian.
Mac: A vocational teacher in a poor urban district for 30 years, Mac’s input on
curriculum development with the framework was vital and offered a lens that wasn’t
often seen by state committees, such as the frameworks, and/or other non-vocational
teachers. I was interested in finding out what accountability means to Mac. What were
his educational goals for his students? What were the pressures on vocational students
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and teachers working with the framework, groups who have limited time in the academic
classroom?
Rock: Rock was a teacher who wanted to do his job and do it well. He cared about his
students but he didn’t care for administrivia and politics. He taught in a rural/suburban
community which was going through massive socio-economic change in the three feeder
schools that led to the one high school at which he taught. How was the framework
addressed at his school amidst changes in population?
Western Massachusetts
Bob: Bob came from a large urban school system in which he taught for over 15 years.
He transferred to a new specialty urban school stressing science and math, where he had
now taught for over 15 years. I was interested in interviewing Bob because he knew the
history content well, served on state assessment boards, and was open to the framework
and to the changes that it brought to his school system and district.
Alie: Alie taught her first 12 years or so in the school district in which she grew up. In
the previous three years, she had chosen to teach in a suburban system. It was an
interesting transfer for her because she already worked with the framework in the middle
school and she brought her ability to align curriculum with the framework to the high
school she taught in at the time of the interview. She was interesting to interview due to
her background in teaching both middle and high school curriculum and experiencing
both urban and suburban schools.
Ralph: Ralph taught in a rural setting not far from a college/university area. He had
taught for over 30 years at the same school. Ralph’s school was becoming more suburban
and was clearly impacted by an increase in well educated, invested parents, many of
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whom taught at a nearby college. His input, primarily academic, was significant,
especially as it related to standards and the framework. Also, he was in an area that had
seen organized protests against the MCAS, so I found his interview to be very timely.
Central Massachusetts
Cara: Spunky, not afraid to speak her mind, creative and very project based with her
students, Cara taught interdisciplinary courses at the middle and high school levels.
Because she came from a strong project-oriented teaching style, I was interested in
learning how the framework had affected her classroom.
Kelsey: Kelsey had a doctorate in history and went into high school teaching as his
second career when he had grown children of his own. I found his interview offered a
different perspective due to his military background and the transference from that
military structure to the public school classroom. He clearly supported the idea of
standardization and the need for frameworks but he had some very constructive
criticisms on both. He also presented a more conservative, eurocentric viewpoint than I
heard from the other interviewees.
Jake: He began teaching in the sixties; was called to serve in the Vietnam War, and then
returned to the same junior high school where he stayed until the early eighties, when he
transferred to high school and then into district wide curriculum coordination. Jake
brought his urban experience in a very poor school district to the interview, as well as
concern on the costs that alignment requires of a district.
South Shore
Ken: A bright, young, vocational school teacher in a South Shore suburban community
for eight years, Ken teaches a combined English and history course on an off week/on
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week basis that many vocational schools follow. What interested me about Ken was not
only his freshness, commitment to education, and knowledge base but also the fact that
he teaches in a suburban vocational school whose feeder towns are becoming much more
affluent, therefore demanding much more from their school system.
John: John had taught for over 28 years in an urban school district that had gone through
major changes in the makeup of their student body and in the increase in numbers at his
school combined with a drastic shortage of teachers. He is the department head of both
the junior high and high school history and social studies. John is still excited about
teaching. Throughout the interviews, I found him genuinely interested in learning new
strategies and instructing his colleagues. He took time with colleagues on the framework
alignment. He brought to the interviews his teaching experiences in an urban district on
the South Shore, his love of history, and his willingness to change and incorporate the
framework.
Lisa: Lisa was my pilot study. Segments of her interviews can be found in chapter 2.

Confidentiality/ Informed Consent
In the letter of request to specific public school teachers of history throughout the
state of Massachusetts (see Appendix F), I clearly stated that, as participants, they would
remain anonymous, that their responses would be used in this and any further research
that I do, and that the research might result in articles, a book, and public presentations at
conferences. After meeting with the teachers, I had them pick a pseudonym and read and
sign a Confidentiality/ Informed Consent contract (see Appendix F) before we began the
three-interview process. At times, I found that I had to give leading questions under the
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three major questions in order to keep the interviewees on track. Some of them would
briefly state a response to the question and I had to ask them to further delineate on what
I had asked them. I also found that many of the teachers that I interviewed did not like to
talk about themselves and their lives. They wanted to move on to the curriculum that
they now teach, but in order to give meaning to the three interview structure, using the
Seidman model, we needed to begin the interviews with their schooling and experiences.
This data would also be shared as input to the Department of Education on the ongoing
revision to the framework in history and social science. The study used the appropriate
forms for permission to interview as well as the Human Subjects form from the
niversity of Massachusetts (see Appendix F].

Data Collection
Through the interviews, I was trying to get at some specific issues. As written,
does the existing framework in History and Social Science clearly recommend the need
for a multicultural, inclusive curriculum? Does the framework encourage breadth versus
depth in the study of history? What is the relation between the core knowledge and the
standards-based education?
From the interviews, I was able to hear the voices of teachers who have developed
curriculum prior to, as well as since, their use of the framework. In my interviews with
teachers, I pursued questions on curriculum development, multicultural curriculum, and
the teachers’ suggestions on what they would like to see continue in the revision of the
framework and things that they would like to see changed. Also, in the third and final
interview, I encouraged the teachers to reflect on what the changes brought about by the
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framework meant to them. How do they make sense of these changes? How do they
understand them? How do they think about them in their lives as teachers?

Primary documents provided another written record of the study. They included
memos and letters from the Commissioner and the Department of Education during the
development of the Education Reform plan in Massachusetts and letters from the public
on the various drafts of the framework during public response periods. Some of the data
collected are available in the Appendices A-F of this document. These data supplement
both the literature review and the interviews because they are documents concerning the
study and its findings.
The literature provided context and a research base from the specialists in the four
areas I reviewed, that is: multicultural education, national education reform,
Massachusetts education reform, and experiences of teachers across the nation with
*

education reform.
Data analysis was simultaneous with the data collection, interpretation, and
narrative writing. As stated in Marshall and Rossman (1995), my analysis was based on
data "reduction" and "interpretation." Through data reduction, collected data, primarily
through the interviews and documented research, were brought into manageable chunks.
Interpretation happens when the researcher brings meaning and insight to the words and
acts of the participants in the study.

Data Organization:
Through the interviews, the variety of documents included in the Appendices, and
the literature review, I organized the collected data around the four research questions:
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1. What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework!
2. Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?
3. What meaning do Massachusetts teachers make of the History and Social Science
Curriculum Framework!
4. What are the implications for teacher education and professional development from
this study of teachers experiences working with the Massachusetts framework?

I transcribed 45 interviews, that is, three interviews with 15 teachers. I had a
transcriber that I often used after completing one of the sessions with an interviewee. I
then coded my work. Bogdan and Biklen (1998) suggest a number of coding families to
organize the data such as setting/context codes; situation codes; perspectives held by
subjects codes; subjects' ways of thinking about people and objects; process codes;
activity codes; event and strategy codes; relationships and social structure codes; and
methods codes.
I developed a coding system using perspectives held by subjects. In this study,
the perspectives are the voices of teachers based on their experiences with the
Massachusetts framework in history and social science. I also used the setting/ context
codes to assure that I got feedback from teachers in different types of school systems
(rural, suburban and urban) as well as different geographic locations across
Massachusetts. The process that I used was to look for certain categories such as
multicultural education, curriculum development, education reform and teaching. I
sorted all the collected data into these categories. These categories developed primarily
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from the responses to the interviews, the collected documents, and the review of
literature.
From these categories, I then studied patterns or themes, such as the writing of
curriculum prior to and with the state framework; personal and professional experiences;
lack of multiculturalism in the framework; the exclusion of teachers from the framework
process; the need for collaboration and professional development; the lack of teachers’
voices in education reform; and the need for accountability to insure that all students will
leam.

Data Analysis
After finding various patterns in the research, I began to seek specific themes
within those patterns in order to interpret the data, make connections, and construct a
workable data analysis. Tesch (1990) calls this "decontextualizing" and
"recontextualizing." I had to make sure that I was using all three forms of data collection
in order to develop consistent themes that were relevant to my research. Writing up the
research can be one of the most complicated issues of qualitative research (Meloy, 1994).
According to Coffey (1996), narrative pulls the categories and themes from fragments
and encourages the researcher to tell the stories in a more readable format. Narrative
allows the researcher to think beyond the data, that is, "the analysis of narratives can
provide a critical way of examining not only key actors and events but also cultural
conventions and social norms"(p. 80). I chose to do a narrative format since narrative
tells a story and that is what people did through the interview process: they told a story
about themselves as students, as teachers in the development of curriculum, and of their
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teaching. They also told the story of their specific experiences with the state framework
in history and social science.
As I interviewed teachers on their experiences with the state frameworks, I was
able to collect information about their educational background prior to becoming teachers
and to push them to connect that background to their current experiences with the
framework. How does their past connect with the present? What are their frustrations
and their hopes? I recorded their voices, ideas and experiences, and I translated the
common concerns across the responses of the 15 teachers. In Chapter 4, the reader will
leam more about the interviewees through their profiles and in Chapter 5, through the
findings of this dissertation.
Analyzing the three sources of data collection (interviews, documents, and
literature reviews), I was able to:
a) Get constructive feedback on the experiences of teachers prior to the history and
social science framework;
b) Understand what differences have occurred in curriculum planning since teachers
have begun to align their required course curriculum with the framework;
c) Acquire an understanding of criticisms from teachers on what has worked and hasn’t
worked in the history and social science framework;
d) Understand the development of the history and social science framework;
e) Attain a better understanding of the role of multicultural curriculum in the framework.
0 Analyze collected data and research.
The analysis of the data involved a number of steps. First, I listened to the
audiotapes and transcribed them, noting in the transcriptions similar patterns that I began
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to discern. Second, I organized the data primarily around the research questions and how
they interacted with the interview data and the categories of curriculum development,
multicultural education, education reform, and teaching and learning. Third, I sub¬
categorized the data into patterns and themes such as the writing of curriculum prior to
and with the state framework; school experiences, both personally and professionally for
the teachers interviewed; lack of multiculturalism in the framework; limited inclusion of
teachers in the framework process; the need for collaboration and professional
development; the absence of teachers’ voices in education reform; and the agreement on
the need for accountability in order that all students will learn. Finally, in order to
organize the data around the four research questions and integrate the various collected
documents and information gathered from the interviews.
The extensive responses to the interviews with 15 participants were analyzed in
light of the research questions of this study. I coded the responses to the three interviews
according to evident patterns within the larger categories, as stated above. This analysis
was based on data reduction and interpretation (Marshall and Rossman, 1995). The
research demanded the transcription of all tapes; some follow-up questions to the
interviewees for clarity, and connection of the research with the review of literature and
collected documents, so that I could define valid patterns and themes.
According to Patton (1990), "document analysis in qualitative inquiry yields
excerpts, quotations, or entire passages from organizational, clinical, or program records;
memoranda and correspondence; office publications and reports; personal diaries; and
open-ended written responses to questionnaires and surveys" (p.10). In the Appendices
are documents that support the research and that connect with the interview questions on
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state and national educational reform. These supplemental documents include copies of
the Massachusetts Education Reform Act of 1993; Massachusetts Court documents;
letters and memos from the Commissioner of the Massachusetts Department of
Education, the Department of Education representative, Dan French, who served on the
Frameworks Committee, various memos to the framework committee and letters sent to
the Department of Education during the public comment period on the framework; the
complete interview with Eleanor, a member of the original framework committee; a copy
of the final framework (1997) and the interview requests and consent forms, including
required Human Subjects forms.

Summary
In this chapter, I discussed the methodology used in the study. The data gathered for
this study primarily came from interviews with 15 public high school teachers from
across the state of Massachusetts. The interviews focused on three primary questions
with a series of sub-questions around the issues of curriculum and education reform.
Participants agreed to be interviewed and took on pseudonyms to protect their identity.
We met at least twice, sometimes three times, for 90-minute interviews.
I followed the Seidman (1998) approach to qualitative interviewing because it
encourages a more fluid approach allowing the focus of the interview to be the
interviewee rather than the interviewer. As Seidman (1998) says, “interviewing is a
relationship”. He further states:
Interviewers can try to craft relationships with their participants that are like
islands of interchange separate from the world’s definitions, classifications, and

96

tensions. However, individual interviewing relationships exist in a social context.
Although an interviewer might attempt to isolate the interviewing relationship
from that context and make it unique to the interviewer and the participant, the
social forces of class, ethnicity, race, and gender, as well as other social identities,
impose themselves. Although interviewers may try to ignore these social forces,
they tend to affect their relationships with participants nonetheless (p.79).

Through documents related to the Massachusetts framework in history and social
science, as well as a strong supportive literature review of journals and other resources on
multicultural education and education reform, national and state reform, and experiences
of practicing teachers with education reform, both of which supplemented the interviews,
I was able to develop a system of categories and subsequent patterns and/or themes.
I analyzed the data by codes to find recurring patterns and/or themes. Later, in
chapters four and five, the reader will see how I used the data to help illustrate the major
findings of the study and wove them into profiles and excerpts to answer the three
predominant research questions that consider the experiences of teachers with the
Massachusetts framework in history and social science. I included excerpts from the
pilot study with Lisa. In chapter four, I present profiles from the teacher interviews.
Chapter five will address findings and implications and chapter six will be conclusions

and recommendations.
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CHAPTER 4
PROFILES OF INTERVIEWEES
[The framework] is a political football. It has more to do with politics and the
political wind of the day than designing a framework for kids and what’s going to
suit kids. So, now, I’m being asked to first of all, scrap what I had taught. I think
change is good, I can deal with that but what I’m being asked to replace it with
isn’t necessarily sound educational practice. It’s a political document and so I
bristle at that, (quote from Ken, a teacher and member of the revision framework)

In this chapter, I introduce the teachers whom I have chosen to profile. As I
transcribed the interviews, I continued to be impressed with the dedication of these men
and women to students, to education, and to their profession. Over half of the teachers,
whom I interviewed, were veteran teachers who taught more than 20 years. They are
master teachers and their caring for students is evident. I was humbled that they took
time to share their experiences with me. Once again, it showed me how rarely the voice
of the everyday classroom teacher is heard.
The focus of this chapter is twofold. First, I provide personal data from the first
•

#

interview, on each of the five educators who I profiled. I also provide background
information on their experiences with curriculum development prior to the 1997 History
and Social Science Curriculum Framework. I found this necessary to include in order to
better understand the rationale for curriculum reform in Massachusetts. Secondly, I have
stated their responses [which are italicized], collected from the second and third
interviews, to the four research questions of this study which are:
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1. What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework?
2.

Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?

3. What meaning do Massachusetts teachers make of the History and Social
ScienceCurriculum Frameworks
4. What are the implications for teacher education and professional development from
this study of teachers’ experiences working with the Massachusetts framework?

Eleanor, Sean, Kelsey, Maria, and Ken are the five interviewees whom I profiled in
this chapter since these five educators provided the most detailed responses to the
interview questions as well as some of the specific reasons as I listed in the introduction
to all the interviewees in Chapter Three. In the series of three interviews, the teachers
addressed their own educational background; their development of curriculum prior to
the framework; their experiences working with the 1997 framework especially in
alignment of curriculum; and finally, the meaning of education reform in light of their
own personal and professional educational experiences.

Brief Description of the Participants’ Profiles
Through these in-depth profiles, the reader will hear the voices of the participants
primarily as they addressed their experiences teaching with and evaluating the 1997
History and Social Studies Curriculum Framework. Therefore, these profiles include the
following information in the words of the interviewees themselves on their:

•

Experiences with curriculum development prior to the framework;
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•

Experiences aligning curriculum with the framework;

•

Thoughts on whether the existing framework encourages multicultural curriculum

•

Reflections on the meaning of their experiences, and implications for professional
development.
Profile One. Eleanor
I would say that it was probably the teachers who most made the difference.

Educational Background
Eleanor is a product of public schools. She is from a lower middle class family, and went
to neighborhood schools. She had very traditional schooling until the sixth grade when
she had a young, male teacher in social studies which was quite a change from the elderly
women that primarily taught her. This teacher got her involved in the study of history
and was a major turning point in her elementary education. Eleanor served on the
framework committee; teaches in an urban school district and has served in
administrative capacities. She brings a wealth of experiences to these interviews.
I remember it not being the happy place that I see elementary schools
now. I don’t remember caring for school particularly although I loved to read. I
was always a reader, but the elementary school was very structured, very
traditional. Everyone sat in these ancient desks, nailed to the floor.
We did a mural on Ancient Greece [in sixth grade] and it went around the
room and the teacher got, you know the roll paper, we had to write stories and
take different sections and then, paint it. I always loved that and when I got to
Junior High, that is when I also had another social studies teacher that was a huge
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influence, a good guy and someone ... I... I think it was really teachers who
impacted me. I do think that it is the teachers that make a huge difference. The
love, the interest, the connections, and all of that.
No, we didn’t learn about other cultures in school. We had a lot of cultures
in the community so there were always kids of different backgrounds in the
schools. We knew kids from all over the city and you’d learn things from
different people but not in school. We were ability grouped all the way through.
Oh, we were trapped, not even—now, it's much more flexible grouping. At that
time, you were in one group for your entire schooling in one school. Actually, I
think that math drove the groups at our junior high school because you were
actually in a different course depending on the math.

Curriculum Development Prior to the State Framework
When Eleanor first walked into her school, she was not given a curriculum. The
curriculum was whatever the teacher before you taught. This was a common pattern
through most of the interviewees' experiences. There was no overall course or
curriculum plan. So, people developed their own curriculum or just used the textbook.
We-a couple of other people in the social studies department and
myself-started to look at things and we did some curriculum guides for each
course so that a new teacher coming in would have it. When I look at what is in
curriculum guides now, they were pretty pathetic, but at least it was something
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where there hadn’t been anything. What it basically was was a content outline of
what you had to teach.
In sophomore year, they [our students] changed from totally western
history to world history but it began with Foundations of Western Civilization
because I believe that we are a society that has its roots in western civilization
and, when we finished that foundation, then we took a 180-day tour around the
world visiting different regions. We, as a faculty, were asking the questions such
as: "What do we think kids need to know about this area of the world?" We
divided the world into the regions of the Middle East, North Africa, and subSaharan Africa; Asia (Southeast and East Asia) and, of course, India was the
focus of South Asia, and China and Japan were the focus of East Asia. We didn’t
do much with Korea or Vietnam or South America. So, that was sophomore year
and junior year was U.S. history and then, senior year were electives, so it was a
terrific program. So, just before Ed Reform, we had, I believe, a terrific program.

Aligning Curriculum with the Framework
When the state suggested a curriculum guideline known as the framework,
Eleanor and the Social Studies Department at her school tried to align what they were
doing with the new framework. Similar to many Social Studies Departments throughout
the state, their department developed the column approach to the content of the
framework, which consisted of listing the required topics in one column; the connections
to the framework, just numbers and letters, in the second column; the suggested teaching
strategies and activities in the third column; and the resources in the last column. This
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reflected the lack of ownership of the document by teachers and social studies
departments throughout the state, since it was imposed on them and was considered to be
another task demanded by the superintendent and the principal to fulfill requirements
from the state.
Well, I do support a state framework, and I support MCAS. However, I
do not support what exists because what happened at my school and at many
schools throughout the state. As social studies department head, I made sure that
our department aligned with the state framework. And so, that freshman course
went out. We had to align with all the content that the state framework contained.
And that freshman course [which we had prior to the framework] was a real
present view of world history and a view that I think the kids need in this day and
age. They are gong to be working in this world and what should they know?
The Ming Dynasty or what’s happened in China since then? They need an
appreciation of the past and a real understanding of the 20th century. And so, we
[the social studies departmentt] reshaped everything that we did to fit the state
framework so we would be aligned and ready for MCAS.
Because of the way that we previously did the world history, I think I
mentioned this before ... we wanted to make sure that they understood that there
were great civilizations, particularly in Africa and in the Middle East, well, in all
of them, there were great civilizations before the Europeans arrived.
Well the teaching changes from, and I saw this directly because I observe
these people, from a lot of opportunities for some in-depth projects, very creative
such as simulations of meetings for treaties and let’s negotiate this and do all
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these things, and there was a lot of that that went on and there is, frankly, now
with the framework, a lot less, and it became much more an issue of coverage and
that is a bad change. People felt the pressure from me, as department head, for
them to get through the material, and it became a “race through the centuries.”
I do think that there should be a state curriculum. And I didn’t used to
think that, and I do. The year that I truly started to believe that was the year that I
went around the state visiting schools. I started to see inequities all over the
place. I really feel that all kids deserve the same things and I know that I’ve heard
Bill Schecter (CARE), Lincoln-Sudbury, state that this state curriculum has
destroyed Lincoln-Sudbury’s curriculum and we could all say that in a way. I
would say the same thing about what it did to the courses at my school. Instead of
just saying, “Let Lincoln-Sudbury do what they want; let our school do what they
want. .. ” I’d rather say, “Let’s develop a terrific curriculum, and all kids deserve
access to it." Right now, that is not the case. I do think that there should be a state
curriculum and by the way, I also don’t have a problem that the assessment
should be U.S. history, I never did however, the content in the existing framework
does not encourage enough the learning about people of the world.
As far as working with the framework, one of the first things that we did
was to develop essential questions to ask in each unit, and that then became a part
of our own course of study so that to help teachers know, “What is it about the
Industrial Revolution that kids should know?” One of the things that I developed
and did in my classes and then other departments, other members, started to do
this, is to develop a time wheel and by that, it was to help the kids master such
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huge amounts of material and the way we did that was, and the kids actually
developed it. Every period in the framework, from 500 to 1500, I’m going to
forget them now, because they are not now in my head but we’d put a circle in the
center, it was like a giant wall graphic organizer. In the center we developed, here
is the key, in western civ, what is happening in western civ during this period, and
they just wrote key things, and then we had spokes of the wheel, for what was
happening in the regions in the world at that same time. Now, that is where the
kids really came in heavily because the class was divided into different groups, so
the group that did the Middle East was responsible for pulling their major pieces,
the group that was responsible for this ... so instead of having a regional
approach that spent the whole time on the Middle East, we did all the regions as
you went through each period.
You make the framework work the best that you can. It doesn’t mean
you’re the happiest with it but I saw the curriculum with a much greater focus. It
helped in terms of being a club, in a way, in terms of getting things in order not
just in history but in English and across the board, but it probably became ...
there were plusses and minuses. Plusses being it got the work done. There was
no more “Oh well, oh well,” but there was “We are going to do this and we’re
going to develop it and it is going to be good.” But, then there was such a focus
... the difference was that the focus was on the factual information, the details.
The lecture, the lecture, the lecture, and that is the biggest problem, and I would
say much more lecturing because people are seeing this need to cover, cover, and
cover, and they say “Well, it is a way that I can get through it.” More reliance on
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textbooks. Let s just go through the chapters. But writing, I would say, has
improved because we have made writing open response questions part of the
school, and when it is reenforced across the school like that, and it is done in
every unit, there are no more tests that can be multiple choice; there’s no more
assessment... kids need to write. The department collects some samples, and so
do I. There is accountability on that, and that’s the only to improve.
I teach the framework, make decisions on what I will prioritize and still
teach other topics within the confines of the framework that are not mentioned
but are connected to the study so I am aligned to the framework but I am not
limited by it.
I would say that the change is in two ways: what I teach and how I teach.
In terms of what I teach, we had to align the curriculum as I already stated. In
terms of how I teach, I would say that I didn’t make dramatic changes because I
still passionately believe that kids need to be engaged, involved. I did reduce time
on projects and redid the projects but I still did them. I spent less time on
something else. Thankfully, the framework didn’t tell us how to do it.

Multicultural ism and the Framework
I think the current framework is very much euro-slanted even when you
are doing other areas of the world and that is disappointing .
The framework is too western. When we had the regional approach, what
I liked about it was, we did have a heavy emphasis on western civilization. That
was our first unit, the foundations of western civ. because I don’t think for one
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second the kids shouldn’t know any of that, and we are shaped in many ways by
that. In fact, initially, that course was called Shaping of Western Societ y so there
is a recognition that many of our institutions take their roots in western
civilization. We have not been shaped by Buddhism, however, that doesn’t mean
it shouldn’t be taught. So, we gave the foundation of the course in the western
tradition and then we really gave attention to the various regions.

Meaning
What does it all mean? How does education reform connect with Eleanor’s own
educational background and her experiences in teaching prior to and with the framework
as well as the wealth of experience that she has had on both state framework committees

inclusive of the present revision committee? On a practical level, she thought there had
been some change for the better, but then, I pursued the bigger questions with Eleanor on
the entire change process and meaning.

Well, it is not just about history and social studies, it is about changing
schools, and I find that whole process interesting and fascinating. I think that
educational reform is so necessary, and this is funny, because in so many ways I
am so liberal but there are certain things that need to be so structured, and that
might stem from my background in an urban area with poor kids. I think the ed
reform issues are necessary because schools have not changed. We were training
kids to be... a certain elite went on to college, another group went on to work,
largely in factories and assembly lines, and we set that up, and even our school
calendar is an agricultural model. I like the accountability. I have seen some great
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teachers and I have, unfortunately, seen too many poor teachers who are doing a
disservice to kids, and it is not that they are not working hard but for a lot of
reasons, they were not held accountable. A teacher shut his/her door and it was
their class and so it was luck what kids learned. Yes, ed. reform is driven by
economics in this world. We do respond to the business world. What scares me
most about ed reform is the privatization issue, and that I oppose vehemently. I
think public education is what this country is about and it is to serve a huge
purpose. It is not about training workers, that is part of it but it is also about
producing citizens.

Education Reform and Professional Development
At my school, there has been tons of professional development associated
with the framework. And good stuff actually, because one of the things that I will
say over and over again and this does get to the issue of equity of money. It is not
so much the framework I would say that forced the hand, it is the MCAS that
forced the hand. It’s why I’m such a proponent of MCAS. I have seen more
educational change in the last three years, more than I have seen in my entire
career and it’s only because of MCAS. I don’t care what anyone else says.
Maybe, if you are in an affluent district where you don’t have to worry about
these things but we, in an urban district, have been trying to push many programs
through for many years and we can’t get things school wide or system wide or the
support. We now have Across the School Literacy piece, and support for it is like
you wouldn’t believe. Now, to describe how that fits with the framework. It is not
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so much the framework but the MCAS in any testing area. Of course, we had to
align and we had tons of professional development money. And what we used it
for, and it was allocated extremely fairly to departments, especially those actual
departments that had MCAS testing, got a bigger chunk of the money. We were
able to put together professional development sessions like we never had before,
for example, what we ran in social studies, we called the World Cultures series.
Since world was such a big part of the test, that is why this was supported. So, I
didn’t want to coordinate all this and try and set up all these speakers but I felt
like the department was trained primarily in western civ or U.S. history, which
tends to be the background of most of our teachers. So, we really needed to help
them be better at knowing the world; so I contacted, at that time I was working a
lot with Primary Source [out of Cambridge] and I just think that Primary Source,
oh, the materials and stuff are super. I essentially contracted with Primary
Source, and this is expensive but because of Education Reform funding and
professional development money and my pitch to say that “this is supporting the
framework.” This all went through. I had spring and fall, for three years in a row,
this world culture series, and Primary Source would provide the speakers; so what
we did was set up different themes, for example, one of the times, the first time
that we did it and it was from 2:30 to 5 in the afternoon so people got Professional
Development Points. (PDP's).We were learning vital content that we could use,
not just educational strategies, which are also necessary, but we do get those at
workshop after workshop but never do we get content provided to us directly ,so
this was great.
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Profile 2, Sean
Wait a minute. Are they right or is what I learned before right?

Educational Background
Sean is from a working class family and was raised in a large family primarily by
his mother because his father died when Sean was quite young. As a result, Sean had to
tend tor himself quite a bit. He went to neighborhood schools and those schools were all
White. He loved challenges and was sort of a nerd as a child always trying to challenge
the teacher with some thoughtful problem. He didn't learn much about cultural diversity
at his school. Sean taught in Catholic school prior to public school. He loves to create
lessons for his kids especially ones that have problems to solve. He creates role plays,
debates, and involves his students in all kinds of discussions on the past and the present.
We have to give kids two sides of things. I remember when I was in Graduate
School, I would come home and say “wow, I can’t believe this.” Then, I would
try to figure out “wait a minute, are they right or if what I learned before right?”
So, I thought what a great way to learn. I try to get kids to see points of view.

Sean publishes many of his lesson plans; is a suburban educator for many years and has
been an activist around many educational endeavors. He is also a veteran teacher as is
Eleanor.

Curriculum Development prior to the State Framework
Massachusetts is great because they didn’t have a set framework until 497. Our
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department chair used to say, “I want to hire good people and then get out of their
way.” So, if you like economic history, do economic history; if you like
diplomatic history, do more diplomatic history. In this way, you get to be a
symphony composer besides being a conductor. You see, I really like creating
curriculum.
Prior to the framework, we had developed a course called U.S. and World
History. It was a very conceptual course and ran for two years. So, there was the
9th grade course that I already described, and in 10th grade, you’d take U.S. and
world from 1500-1870, and then in 11th grade, 1870 to the present. It was mixed
U.S. and world. So, when we did imperialism, we did imperialism around the
world including U.S. imperialism. So, we unified the history. When we did
WWI, we did the causes of the war, the war itself and the U.S. entry. It was that
way all the way through .We created our own curriculum related to our strengths.

Aligning Curriculum with the Framework
Well, the department chair at the time had worked on creating the actual state
framework and so he was framework nuts. I was against it. I didn’t think that we
should spend time talking about it since politics being what it is, my perception
was, “We don’t know that this is going to be required.” The administration did
want us to conform to the scope and sequence, so we started changing curriculum.
That was very painful for the department chair as well because he was the one
who had createdat ninth grade course (that freshman course was political science,
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sociology, and economics), and we had to dump that and put in world history and
he didn't like doing that. It was great for the kids but the state said ...
Now, we had to change it with the framework. I was resentful about that.
My basic attitude is resentment. It [state control] is very contrary to the tradition
in Massachusetts, which is local control. I know what the good side of uniformity
is. A kid moves from town to town, he or she is going to get the same thing, but I
think the tradeoff is that the negative is far greater.
One thing is that the framework has pushed us more to textbooks which I also
don’t
like. The framework hasn’t effected my teaching except in so far as it changed the
curriculum. I taught 11th grade U.S. and world, so up until this last June, I hadn’t
changed a thing.

Multiculturalism and the Framework
The framework encourages, to some extent, learning about other people of
the world, but if you are going to equate memorizing with understanding, I guess,
that’s the flaw. It is much more of a world emphasis than we had before. There is
no doubt there. But, even when our department did our U.S. and world course, it
was through the lens of the United States. It focused on what was being done TO
the Africans and the Asians more than understanding the cultures of themselves.
However, with the framework, I wouldn’t say that. At least the people teaching it
at our school, let’s see, we have a person whose area is Asian history and so when
she does it, it is very much looking at the cultures themselves and then the contact
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with Europeans. There is still more emphasis on Europe but I don’t think that that
is unjustified. We [as a country] came primarily out of Europe, so I think it is
important that we understand the Renaissance. If we’ve missed some things in
Africa ... well, if you understand Africa, that’s okay.

Meaning
To the extent that the framework lockstep us, we are going to lose things
that we can’t measure, and we don’t know how things happen. I always think to
myself, when I’m setting up an experience for kids, “I don’t know who is going to
click with this and who isn’t, and I don’t know how they are going to click but
I’m throwing the things out there and somewhere in there, they may go, "Oh...
hmmm." Who knows what they are going to think? So, part of what I do can’t be
measured, and I’m not sure what is happening to the kids, but I think it is
worthwhile, and different light bulbs go on at different times about these things,
so I feel very humble when I think about the effect I have on kids, because a lot of
it is accidental. I try to set up as many worthwhile experiences as possible
because that is how it was for me. You see, I’m a maestro that conducts a
symphony that I wrote but the people are going to go off what I actually wrote,
and they are going to learn things that I really don’t understand, but I feel
privileged to be able to do that.
I see my job as, “messing with kids’ heads.” Kids will say over and over again “I
don’t think the way I did before. I see analogies; I see cause and effect; I ask
question about the reliability of sources.” That’s why I, the teacher, am here and I
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don't like the other part, the frameworks and testing, to the extent that it infringes
on me and my teaching.
My number one thing about national ed reform is take the money and the
tax cut and put that money in budgets where teachers could make $80 to $100,000
a year and they have four classes with a maximum of 20 students in each class;
and they have time to plan in between. Then, you would start attracting people to
the profession and to the public schools. That would be my number one priority
in national education reform. Teachers are trying to cover more in order to meet
the framework. They moan about it and they are right to moan about it. They
still feel obligated to cover lots of stuff and if they could, they would do fewer
topics in depth with more skills. They are very dedicated, clever, professionals
who do a lot of great things and they would do even more without the test and the
nature of the test.
It is not only the content but the experiences that we learn as we are
educated. Kids need to have those experiences, and you are not going to have
them if you are only going to cover content and not do things in depth. I want to
confront students with points of view that they don’t like. For example, “We
were wrong to drop the bomb!” “We are always oppressing people in Latin
America!” “We got into WWI because of economics, not because of saving the
world for democracy!” The frameworks are antithetical to this, not the
framework but the MCAS, because it is putting a priority on remembering stuff
and not on learning how to think through things and that’s bad. If the MCAS had
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some skills on it and some choices, I probably could continue to do what I’m
doing now.

Education Reform and Professional Development
As far as professional development since the framework, people continue to go to
workshops and conferences. Three people went to the Northeastern University
Content Institute put on by the Department of Education last summer. People
want to learn and they want to do well, so there has been a lot of professional
development because of education reform. People have gone to several
workshops. Money has been given to schools to pay for professional
development and that is nice.

Profile 3, Kelsey
We all vote and you’ve got to have not just skills but knowledge upon which you
can rest your actions.
Educational Background
Kelsey's dad was in the military and he continued the tradition and only recently
came into teaching in 1995. Overall, he did receive a pretty good education and
considered his teachers very bright. He attended different Catholic schools and
remembers the discipline and interest of the nuns, as well as the encouragement of his
parents. There wasn’t a whole lot of contact between different ethnic groups or learning
about them. He didn't learn much about the world in the curriculum. What he learned
was from travel and his own interest. This seems to be a continual pattern with the over-
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forty interviewees. Later, he attained his Degree in Law in the military prior to choosing
a teaching career. He came into teaching through a special Massachusetts program,
which encourages professionals from other areas to teach. He sees educational reform
through a different lens since he has not been involved in public school education for
long.

Curriculum Development prior to the State Framework
There were only two history courses at the high school back in 1995 when I first
began teaching there. History was taught according to the teachers’ interest and
area of study. We had one fellow who had majored in Asian Studies, so he taught
that period from his expertise. All ninth graders took that course and it was called
World Cultures. Western Civilization was an elective in the sophomore year and
U.S. history was required in the junior year.
We had ability grouping but it was really up to the kids. They selfselected and in the Senior year, we had an Honors course which is 20th century
history and AP and Honors kids took that.
Prior to the state framework, there had been an attempt made to create a
district wide curriculum. Everyone knew that something needed to be done. The
main problem was “how many Pilgrims and Indians did you want to do? Because
many of the elementary teachers, who never coordinate with each other and they
are all doing their different things. So, basically, before the framework, that was
still a problem.
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Aligning Curriculum with the Framework
When the framework came out in ‘97, nobody knew exactly what it was.
At the high school, we did take out the framework and talked about those things
that we were supposed to teach. We landed up getting in two years of world
history and one of U.S. history. So, we have three years required and everything
else is elective.
It effects my teaching in the freshman and sophomore classes when I teach
those classes. I have to cover a lot of material, more than I would like. I would
like to spend more time going in depth on some ideas. We used to, before the
framework, link the courses and it was a great idea because we had the same
twenty people in each class. We would combine our exercises and instead of
writing a lot of essays on some story that they were reading, they would write an
essay on a Social Studies related topic. We were writing across the curriculum.
The last two years they stopped such a course because it was just too hard to
schedule it. That was unfortunate.
Yes, there is definitely a coverage aspect to the framework. I think we do
a fairly decent job as far as the coverage goes but it’s just too much. I would
prefer a shorter coverage span working on some major issues. I’m not against
some kind of coverage. To me, the problem is with the framework in that it
doesn’t meet the standards, the strands, like chronology, cause and effect [as they
are listed in the framework].. .to me, they're strands but organizing it that way
never made sense to me.

117

I do tavor a high stakes test otherwise teachers will go back to teaching
what they like and to me, that explains why most teachers don’t like the
framework or MCAS because they want to do their own thing. I think a lot of
kids miss out on stuff when teachers do that. We do need a basic kind of core
knowledge. All students ought to be prepared for citizenship.

Multiculturalism and the Framework
Prior to the framework, we did have a one year nonwestern culture course
which depended on the teacher and in this case, the teacher was versed n South
Asia and East Asia and we did this course which attracted mid-level 9th graders
whose reading level is around 6th or 7th grade. It was nice for the kids to be
introduced to cultures that they knew nothing about.

Meaning
The framework has made learning too serious. There is lots of pressure on
kids. The idea is that you have to have an outcome and that the kid has to have
certain skills and knowledge. We can debate what the knowledge should be and
how much knowledge versus the skills and separate the two, however in history,
the skills are intricately woven in with the knowledge.
There’s two problems that I see when I step back and evaluate what is
going on: one is that teachers have not had standards, at least they have had their
own standards and sometimes those standards can be kind of wishy -washy,
students pass if they try or if they show up or something like that. I’m not saying
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that that shouldn't be a factor, obviously attendance and effort is important.
However, the second problem is social promotion and that presents a lot of
problems. Kids land up trying to play catch up. We don’t keep kids at the level
they need to be kept until they learn the material or at least for another year or two
to give them a chance to get a little older and more mature and ready for learning.
We are not being fair to kids.

Education Reform and Professional Development
Well, in the past, we have had some generalized speakers, which were
marginally helpful. Unfortunately. There isn’t a lot of Social Studies
professional development that I see. There are some things like you know you
send somebody to one of these institute things at Brown periodically as they do
around here. They are kind of but not super expensive about 3 or 4 hundred
bucks or something like that. You know, the Watson Institute, the Choices thing
at Brown. When they come out with a new pamphlet, they have a seminar on it
and you can send your people to that. Um, as far as that goes, as far as the
professional development money goes, that’s.. .we’ve had Primary Source come
to our district. I arranged a thing for the elementary teachers. We don’t have a lot
of Social Studies professional development. We have done sessions ourselves.
We’ve talked and share on lessons. We’ve done a lot of curriculum work in the
last year or two as professional development. One problem that has hurt us a lot
are changes in the framework has delayed our curriculum implementation. We
came out with an original document that says, “this is what we are supposed to
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cover in these grades.” And it is way ambitious. Teachers in our district have
always done trade book stutt so therefore go with Scott Foresman or whatever.
We [in History Dept] haven’t done that and so, a lot of professional development
that does come, spins off of Math and English.

Profile 4. Maria
I am an Argentinean-American and they had no bilingual program in my
elementary school and so how could they handle someone like me? I was an
anomaly.

Educational Background
Her parents thought that education was so important. She grew up in a rather
affluent, suburban, White community and since the community was upper middle class,
success in school was emphasized from an early age and that translated into future
success in a profession. Since she was Argentinean, English was not her first language.
She was a slow learner and was labeled as such not only at school, but socially. The
school was heavily tracked, so that made it very difficult for her especially in elementary
school. She turned off from school. Maria is young, bright, well-educated, bilingual, and
a person of color in a predominantly White teacher school system. Her insights and
reflections on these research questions are a welcomed and necessary addition to this
study.
I wanted to care, I really did, but I didn’t care. I was a voracious reader,
which a lot of my teachers and classmates didn’t know. I would go home and
read for hours, and still I was in the lowest reading group.
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The town was predominantly white and they didn’t really know what to do with
me, so they stuck me in these special education courses. I was with the speech
therapist, and doing all these things, so I was always kind of behind in elementary
school. I had a problem.
My fifth grade teacher really turned me on to history. I remember we had
“famous people social” and we had to dress up as that person and memorize their
speech.
I went to a very traditional high school and before going there, back in the
8th grade, had to take a placement test for math. I had a wonderful 8th grade
math teacher and she tutored me but I still didn’t do so well. I was put in the
lowest math level possible and I was with kids who were potential dropouts. I
began to not care. I didn’t want to be there. I didn’t care about math and I had a
great teacher in ninth grade math. I never did my homework. I just didn’t want to
be there. I basically felt, “If you think I’m dumb, then I’ll be dumb.” I tried it the
other way and it hadn’t worked for me, so why work hard and not get the credit?
But, something clicked with me and that math teacher. I started doing the work
and I got A’s and I got the math award that year and he was so happy and he
asked me, “What are you doing in this class?” And I told him that I took this test.
So, the next year, I just doubled up and I took algebra 1 and geometry at the same
time.
I did not see myself in the curriculum that I studied in school. No, not at
all. Nothing at all in terms of Latinos or Hispanics. It was more if there was any
minority, it was African American, which is great, but that wasn’t me. I didn’t
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have a sense ol my cultural identity. I remember being in the second grade and
this kid, a boy, said to me, Are you American or not?” And I remember
thinking, I don t know. I went home and asked my mom, and she quickly told
me, “Yes, you are an American” and so I went back and told the boy, but I did not
have an identity.
We traveled to Argentina each year but I was an American in both the
United States and in Argentina. By the time I was a senior, I wanted to know
more about my roots, my heritage, so I decided to take a year off and live in
Argentina with relatives and defer college for one year. My parents were not
happy with my decision. Through this experience, I realized that I was really very
American. I was Argentinean but I was also very American.
I wanted to teach at a school in Boston because I figured “if I can teach
here, I can teach anywhere.” Boy was that true. It was the best of times and the
worst of times. It was a wakeup call not only on the state of education today but
what’s needed from a teacher to be a good teacher. I was completely
inexperienced, wet behind the ears. I pretty much picked up where my
cooperative teacher left off and followed that traditional model. As far as learning
new methods and strategies, it probably wasn’t the school where I would learn
those things, but it was the best experience in the relationships that I formed with
students and understanding the needs of students more and understanding what
my role was as a teacher and I loved it. I was so appalled at the state of the
school. The kids didn’t have books; the school was in disrepair; there were
teachers who didn’t want to be there. There was a sense about the school that
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these kids were failures and the kids were treated like that. Of course, there were
the outstanding teachers but for the most part, the morale was very, very low and
there were very few white students but lots of White teachers.

Curriculum Development prior to the State Framework
I wasn’t given any curriculum. There was no curriculum as far as I knew.
You just go through chapter after chapter in the textbook. This was in 1992. Due
to riffing [reduction in force], I had to change careers for afew years because "the
last one hired is the first one fired" policy. In 1997,1 got a job in a city high
school outside Boston. I had a great department head, who handed me books, a
curriculum and was very supportive to me. They did have their own curriculum.

Aligning Curriculum with the Framework
My second year at the school which I'm still at, we got a new department
head and she really changed the dept.around. She professionalized the entire
dept. She created these binders and each course had a binder which showed
lessons. She was the one who got us aligned with the state framework and she got
us funding for all these workshops in order to be in compliance. We matched up
our curriculum with the framework and how we were going to do it. Some
criticize her as being too framework oriented but I think it is a good thing.
There’s both informal and formal collaboration at our school. It is wonderful.
We have such an amazing department... We have binders which all our student
teachers and all our new teachers have access to. Those are lifesavers.
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I think that it is good to provide a framework of what you have to teach. I
have no problem with the state saying, “This is what you have to cover.” I mean,
1 haven t looked at it tor about a year, since we have our binders, but obviously, I
would like it to be more multicultural, dealing more with gender issues, et cetera.

Multiculturalism and the Framework
I think the framework is just too much. It is too dense. A lot of minutiae.
Too much is compacted. The whole concept of world history, to me, is in a sense,
absurd. You can look at relationships between nations but to really get a full
understanding of African culture, you need to get a semester long course in
Africa, not rush through it.
The way that the framework is set up encourages studying people of the
world but I’m not sure that it insures it. They are casting too wide of a net. There
is inherently nothing wrong in the framework. I think that it is a very noble
objective, however, I think that it is very Eurocentric. We start off with the
industrial revolution, in World History 2, and we end up with the Cold War. We
only talk about Africa and Asia as far as the effects of imperialism. What were
they doing prior to imperialism? What were they doing during the Cold War?
The students are certainly receiving more exposure to multiculturalism
and I would say, most of them are getting it, taking it in, processing it and
learning the information.That's up to us, the teachers, and how we teach it.
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Meaning
I think that ed reform is well intended but it is very political. I am very
cynical about the politics ot it all, but I also feel that a lot of this reform is needed.
Let's see Menino [Mayor of Bostonjor Silber[formerly Chairman of the MA
Baord ot Education] take the test and see how they would do.
I would rather see the students be tested using a flawed instrument like the
MCAS than have some, a single student graduate from a school not knowing how
to read and write; and if it can help save even that one student... then let’s do it.
These are the children that are being left behind.
I would like to see that money that is going into testing go into the
classrooms and going into supporting teachers. The national dialogue has always
been there, you know, with the Education President and blah, blah, blah and yet, I
don’t have enough textbooks for my students.

Education Reform and Professional Development
I told you about the creating our course binders already and how we did
that as a huge part of our professional development. I think the whole big push is
different forms of assessment and yet, when we test our students, we use the most
old-fashioned tests available. Let’s try to match up the philosophy with our
actions but then who is going to grade the portfolio? I don’t know. But, we have
to look at different forms of assessment like the portfolio or submit something to
the state like four or five writing samples. And that’s a big part of professional
development that still needs to be done.

125

Profile 5. Ken
This isn t really world history. This could be the history of the planet Mars. It
marginalizes and trivializes people of color and three quarters of the planet.

Educational Background
Ken grew up North of Boston. He attended local elementary and junior high
school, where history was a particular interest of his. He was a good student who
followed the rules and fit the system.
Yes, there was grouping. There were groups and they were given names and you
had them pegged. Kids knew what the groups meant. In seventh grade, this was
the first exposure I got to world cultures. I remember my seventh grade teacher
who was very strict but we really responded to her. She loved her subject and she
was the first real content expert that I had. Eighth grade was a lot of worksheets,
unfortunately.

Ken is also a young teacher and is presently serving on the revision of the
framework committee. In addition he is a vocational school educator, which adds another
lens to curriculum.

Curriculum Development prior to the State Framework
In 1993, when I came here, there was no curriculum framework except what had
always been done. There was no working curriculum on file. There had been
some ongoing curriculum development here. So, in the early 90’s, prior to Ed
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Reform, I think primarily due to an internal decision to pump money into
curriculum and due to a new Superintendent, there were curriculum guides
designed. They are looked at now with kind of a chuckle and derision. It was a
laundry list of very specific skills. A lot of it was not teacher friendly. It was not
student centered, there was no attempt to get at a topic or into a topic
thematically. They were designed by the staff, but the Superintendent had given
them a format, so they were forced to put their ideas and plans into his format.
Generally, curriculums sit on a shelf for a variety of reasons. When I came here, I
was given a curriculum, sort of, but I quickly understood that there are three
curriculums: the written curriculum, the taught curriculum, and the assessed
curriculum. Pretty much the curriculum was “start here, end here, and check in
with colleagues as you proceed through it.”

Aligning Curriculum with the Framework
I teach in a vocational school which means that academics were not important
from a kids' point of view. But with ed reform and the framework and whatever,
it has helped make my life easier promoting higher academic standards.
To adapt our curriculum to the framework, we had a team of teachers who did
what many teachers throughout the state did. We isolated the framework,
deciding what did we wanted for 9th graders; 10th graders etc. We bumped US to
Grades 11 and 12, and eliminated all electives. We took all the topics and
subtopics and the twenty standards across the top and we created a matrix saying
“where do you think, if we are teaching this subtopic, say 3d, how many of these
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standards could we address?" We created a very impressive document. We
bought a new textbook looking at vocabulary, especially. We really did a lot of
work. We designed curriculum for the new teachers. We wanted to let them
know that here s the standards and the strands that we focused on; here’s where
they could find it in the text, and we also provided other resources such as History
Alive curriculum. It was a lot of work.

Multiculturalism and the Framework
I do not feel that the content encourages learning about different cultures,
societies, and/or ethnicities. Because of the very large volume of content, it is
like skimming a stone across a pond. We have no choice but to do content as a
mile wide and an inch deep. You can’t expect a student, an adolescent who can
barely see beyond their own scope who really don’t know what empathy is, they
can’t even care about the kids living down the street from them. To get them to
care about other ethnic groups, other cultures, even to discuss the complex term
•’culture” and I am not suggesting that you can’t do that, but you just don’t have
time to do it with this curriculum. This curriculum suggests that kids already have
a solid background in what race and ethnicity are and how culture effects
government and society. That is not the case. No, this framework does not
encourage the learning and understanding of other cultures.
The richness of world history is not memorizing nine Chinese dynasties
and that is what the state wants us to focus on. The constructivists are pulling
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their hair out and saying “there is no deep understanding, no connections being
made here, no one is internalizing it.” This isn’t really world history. This could
be the history of the planet Mars. It marginalizes and trivializes people of color
and three quarters of the planet.

Meaning
I don’t think that the framework has effected my teaching. The issue is the
content and the state doesn’t care how you deliver it. I know my students, and I’ll
deliver it in the ways that I can create, so that they will learn. The framework
didn’t change how I taught history, I teach it the way it should be done. Also,
knowing that it is not a high stakes test and that if we don’t get to this dynasty,
that’s okay, helped free me up as well.
Positively, the framework has Guiding Principles [see Framework in
Appendix E] that I believe in, such as the ones on integration and deeper
understanding. But, I don’t think that those Guiding Principles manifest
themselves in the framework. It was nice window dressing at the beginning but
now, let’s get down to the bullets [reference to the lists of topics and subtopics in
the framework]. I do appreciate some of the examples of the learning standards
and some of the work that went into that. I like Appendix C [in the framework],
the resources in the back, but the negatives of the framework far outweigh the
positives. The document is too difficult to manage. If we had followed the
Guiding Principles, we would have had standards that were both content and skill
based. You would have fewer topics and you would have taken the risk of
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suggesting to teachers "we want you to approach this thematically.” You don’t
see that here. I think Guiding Principles through the use of Essential Questions is
another piece. I also think that there should be an Appendix that is a crosswalk
with the English framework. I think connections can be made. You have an
inaccessible, content-laden document that is not user friendly. The bullets were
never meant to tell teachers that you have to get into minutia. As far as grade
spans, I want flexibility, but I have come to the conclusion that you need to follow
the Science framework route. We should be saying, “In ninth grade, we expect
you to teach this.

The standards have to be revisited because when you have

standards that are hazy everything else kind of falls apart so overall, I find the
framework of 1997 very disappointing.
I think the biggest change that ed reform has brought about is consistency.
I struggle with this idea that a business wouldn’t run this way, but somehow
schools have always operated on a teacher close the door and teach approach, and
there is no continuity. It is based on teacher personality and knowledge. So, the
biggest curriculum change that I see, is an attempt to approach some consistency.
The framework however, in my opinion, doesn’t do that well.
I don t enjoy teaching as much now that ed reform is running the show.
This is a political football. It has more to do with politics and the political wind
of the day than really designing a framework for kids and what’s going to suit
kids. So, now, I’m being asked to, first of all, scrap what I had taught. I think
change is good. I can deal with that, but I’m being asked to replace it with what
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isn't necessarily sound educational practice. It’s a political document and so, I
bristle at that.
Knowledge is arbitrary, what matters is arbitrary, and kids get that
message when we keep changing it. It also sends a message that we only test
what we think is important and you can’t help but get caught up in that.
I am pleased to see education on the national agenda. It was never at the
forefront when I was growing up in the eighties. I do believe that we are
competing globally however,
I don’t support more federal control. I do think that teachers need to
realize that public education is a political issue and it is no different than health
care or anything else. It is not necessarily on the merits that decisions are going
to be made.
This framework was written for a learner like me because I could easily
succeed in a traditional format. I was not taught with the constructivist,
integrated, interdisciplinary, approach and that is the approach that I have always
taken as a teacher. So, I have broken with the way that I was taught and it has
been a struggle, because I have to make the connections for kids. They don’t
make them. I have taught kids like myself. They are successful in my class, but I
have been able to learn to widen, to open the door to kids who don’t like history
and don’t see any relevance in anything and who are not generally motivated in
any class therefore. I’ve broken with the way that I was taught.
I don’t see any change due to the framework for the learning perhaps just
more stuff but whether they have really learned it?
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Education Reform and Professional Development
Thanks to professional development funding, there is nothing that the
school has not been able to provide me with to enrich the kids' learning.
That s a hazy topic...some of that money can go, again I’m a part time
curriculum coordinator, it would not surprise me that some of that money can be
used to tund positions. I would suggest that the only professional development
that we have done for World History has been this document right here that we
have spoken about. We bought resources but we have not had workshops in
house. We belong to a couple of professional consortiums-High School Alliance
and whatnot—and so occasionally there are things that come up. It’s a slow
process.
But for this document that you see here, I did get paid professional
development funds and I basically took the framework, say p42, after looking at
this and reading it closely, I only taught World History from 98-for three years in
a row. I designed a freshman course around three guiding questions: Why do
things change? What makes a civilization? And what is a revolution? Very basic
questions and I tried to just package it thematically and try to get these kids into
it. What makes a civilization was the omnibus, all encompassing but again, what
I enjoyed last year is that I had the same kids in English. I had the same 16 kids
in History so we read Lord of the Flies and at the same time that we did this unit
on “What makes a civilization,” and we basically brainstormed on “What are
some of major things that all civilizations have in common?” So, we
brainstormed what they have in common. “We’re trying to get some major points
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as we go along, I’m not trying to kid you...we are moving fast.” It influenced the
way I assessed because I’m not going to give a quiz at the end of six days...we
probably covered three different civilizations. Anyway, it becomes Trivial
Pursuit, the Mayans, Aztecs and Incas? China, Japan, Russia...is it Tuesday?

Summary
The focus of this chapter was twofold. First, I provided some personal data on
each of the five interviewees who I profiled in this chapter. This data came from the
three interviews that I conducted with each of the interviewees. Secondly, I presented
their responses that were relevant to the research questions focusing on their experiences
with curriculum development prior to the 1997 framework, the alignment of their
curriculums with the framework, their thoughts on whether the framework encourages
development of multicultural curriculum—not only in US history, but in world history—
their comments on the meaning of education reform, and education reform and its impact
on professional development.
Profiles of five of the teachers were included: Eleanor, Sean, Kelsey, Maria, and
Ken. Of all the interviews that I conducted, these five educators gave some of the most
detailed and thoughtful responses. They include teachers such as Eleanor who is still
trying to bring about equitable change in her urban school system so that all students will
succeed and Sean, who insists that teachers need to develop meaningful curriculum and
that they can, just as he does everyday. Kelsey comes into teaching from another career
and he quickly sees that standards were needed so that students and teachers are held
accountable for learning. Maria and Ken, both newer teachers, believe in depth versus
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breadth and you see their training being referred in developing portfolios, essential
questions, as torms ot assessment and not trivializing history for testing purposes. They
also have a commitment to a world history that doesn't race through the centuries. These
teachers lend their voice to the framework and remind me, once again, that they were not
the writers of this document. In the next chapter, the findings will be discussed and
finally, in chapter six, the conclusions and recommendations will be suggested.
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CHAPTER 5
MAJOR FINDINGS
An effective history and social science curriculum recognizes each person as an
individual, encourages respect for the human and civil rights of all people, and
also emphasizes students’ shared heritage as citizens, residents, and future citizens
of the United States.

(from the Guiding Principles, Framework, 1997)

This chapter reports the major findings of the study. First, I state the purpose of
the study and list the research questions which guided it. I then review briefly the
methodology that was used, note some of the common patterns observed from the
interviews, and conclude with the major findings.
The purpose of this study was to investigate the experiences of selected high
school teachers with the Massachusetts History and Social Science Curriculum
Framework. The study specifically addressed the framework as it related to required
high school history courses. Those interviewed were primarily teachers of world history
and U.S. history. This research brought educators’ voices to the discussion on aligning
curriculum with the frameworks.
The research questions that guided this study were:
1- What are the experiences of Massachusetts teachers working with the History and
Social Science Curriculum Framework?
2- Do teachers see the History and Social Science Curriculum Framework as a
document that encourages the development of multicultural curriculum? If so, how?
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j. What meaning do Massachusetts teachers make of the History and Social Science
Curriculum Framework?
4. What are the implications for teacher education and professional development from
this study ot teachers experiences working with the Massachusetts framework ?

Brief Review of the Methodology
As a result of a pilot study conducted with one full-time public high school
history teacher on her experiences with the framework, I decided to interview fourteen
other teachers from various rural, suburban, and urban public high schools across the
state of Massachusetts. This study documents and analyzes their responses to the
interv iew questions, and draws implications for school reform and teacher preparation.
Data sources included:
•

Interviews with teachers who have worked with the framework in history and social
science;

•

A literature review consisting of four parts: multicultural education, the national
movement for education reform; Massachusetts education reform, and literature
based on teachers experiences with education reform;

•

A number of documents, inclusive of memos and directives concerning
Massachusetts education reform, public response to the framework, and the
framework published in 1997.
Through data reduction, I organized the data sources into manageable sections

and c°ded them according to Bogdan and Biklen (1998) who suggest a number of coding
families to organize the data such as setting/context codes; situation codes; perspectives
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held by subjects codes; subjects' ways of thinking about people and objects; process
codes; activity codes; event and strategy codes; relationships and social structure codes;
and methods codes. As stated in Chapter Three, I developed a coding system using
perspectives held by subjects. In this study, the perspectives are the voices of teachers
based on their experiences with the Massachusetts framework in history and social
science. I also used the setting/context codes to assure that I got feedback from teachers
in different types of school systems (rural, suburban and urban) as well as different
geographic locations across Massachusetts.
As I listened to the taped interviews, read the literature, and organized the
documents, I looked for certain categories [from the collected data] that related to my
research questions: multicultural education, curriculum development, and education
reform and teaching. As a result, the following themes surfaced from the data and later,
many of these categories were incorporated throughout my findings:
•

Lack of multiculturalism in the framework;

•

The exclusion of teachers from the framework process;

•

The need for collaboration and professional development;

•

The lack of teachers’ voices in education reform;

•

The need for accountability so that all students will learn.
I deconstructed this data, making sure that I was using all three sources of data. I

wrote it in a narrative format which allowed me to tell a story about the interviewees,
their experiences with curriculum both prior to and with the framework, and what
meaning they lent to all that was asked.
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Using the research questions as the major framework for organizing the data, I
cross- reterenced them with the three primary interview questions from the interviews,
developed categories and then further developed patterns and themes within these
categories and substantiated the analyzed data through the interviews, documents, and the
extensive literature review. Before presenting the major findings, I will first discuss
some of the common patterns I found in the interviews. This will serve to acquaint
readers w ith the teachers experiences prior to their involvement with the framework.

Common atterns in the Interviews
To learn about teachers backgrounds, I first asked about their educational
experiences, and why they became teachers. I also asked them about their curriculums
prior to the framework. The interviewees' background is significant as are their
experiences with curriculum development prior to the History and Social Science
Curriculum Framework because what they see as important in their education adds to an
understanding of the impact of the state framework on them and their work.
Many of the teachers grew up in a traditional school setting where ability
grouping was common. Each of them echoed the role that teachers played in their lives,
primarily in a good way. However, some encountered negative experiences in
elementary school. High school was positive for most of them, as they recalled how
either a teacher or another adult influenced them by being a role model and/or by taking
time to encourage them to continue their learning.
Education was valued by all, especially those interviewees who were children of
immigrants or who were first generation immigrants and valued the access that education
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provided. They wanted their children to have more than they had. There was a strong
work ethic throughout the interviewees' responses as they described their sense of
responsibility to be in charge of their learning. The parents, in most cases, were not
actively involved in parents' groups or in school activities. Their role as parents was to
assure that their children's homework was done.
The significance of teachers who cared was a theme that surfaced throughout the
interviews. Those teachers who took time with them, who gave them compliments, who
made them feel bright; and who challenged them and supported their successes were
especially singled out. Those teachers who made them or their classmates feel
incompetent were also remembered. Clearly, each interviewee recognized that teachers
have the power to impact children's lives and dreams-either positively or negatively.
One teacher commented on how badly she felt, as a child, when some children
were labeled through the tracking system. This sensitized the interviewee, who later
became a teacher. The teachers who set high standards, demanded excellence, and
encouraged their students to learn were the most respected and remembered.
Everyone was aware of ability grouping from elementary school through high
school. Such labeling carried over into the community, and into life. To be placed in a
slow group was a stigma. However, those placed in accelerated groups were considered
intelligent or gifted. As I listened to the interviewees, I saw the genuine pain that school
caused for some of them as children.
Maria, the young woman of Argentinean background, was considered learning
disabled by her teachers and was segregated into a slower group because she did not
speak English well. Not only were low expectations set for her, but Maria's bilingualism
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was not seen as an asset in her monolingual English classroom, causing her to be
separated from her classmates. Being a child of color in a predominantly white school
played out tor her negatively until a fifth grade teacher made the difference and began to
make sure that her intelligence was recognized so that she could excel. She also
mentioned in her interview how so much of this stigma carried out into the affluent
community where she lived. She said, in reference to this community:
It was difficult because both communities were both upper middle class and
emphasis was on success in the classroom even at an early age and that translates
into future success in a profession. Since I was a slow learner, that kind of
labeled me and I had instances where I was at a friend’s house and a parent would
say to me, 'oh you’re in a lower level class in Math . . . they would say things like
that to me.

A few of the teachers always knew that they would teach or be involved in
education, but most did not. Economics, the times, unemployment, or someone’s
compliment or suggestion were some of the ways that interviewees got involved in
teaching.

Major Findings
In this section, the major findings of the dissertation are presented. Each of the
lour research questions is followed by a discussion of important findings.
Sgsgarch Question 1: What are the experiences of Massachusetts teachers working with
the History and Social ScienceCurriculum Framework'?
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Once the framework was sent out to schools in 1997, what have been the
experiences of teachers throughout the state who have worked with this document? To
answer this question, I considered the following:
Teachers' responses to the interview questions;
•

Teachers' experiences writing curriculum prior to and with the framework;

•

The literature review on education reform in Massachusetts

•

The documents directly related to the framework

The major findings for Question 1 were:
Finding 1: Most teachers said that the state framework was imposed on them, not chosen
or developed by them.
Finding 2: Although the framework is supposedly only suggested, teachers felt that it is
enforced by the required MCAS testing. Therefore, the teachers concluded that the
suggested curriculum is not optional if the test is required.
Finding 3: Teachers felt that the History and Social ScienceCurriculum Framework has
not encouraged thinking and learning. Some of the interviewees worked with the
framework while including their own plans and ideas. Flowever, many stated that they
had to cut back on their creativity and their focus on critical thinking in order to get the
content covered.

£inding_l_: Most teachers said that the state framework was imposed on them, not chosen
or developed by them.

141

Throughout the interviews, teachers stated that there was no set curriculum prior
to the framework, and that a teachers' curriculum depended on the content of the teacher
who taught the course previously and/or which textbook you were using.
Course outlines were usually given to the teachers, especially those teachers who
began teaching over twenty years ago. Even with the newer teachers there may have
been some curriculum development activities at different schools, in most cases, due only
to the leadership of a department head or a very committed group of teachers. As Maria,
who has only taught for 6 years, stated in her interview:
We got a new department head and she really changed the department around.
She professionalized the entire department. She created these binders, and each
course had a binder, which showed lessons. She was the one who got us aligned
with the framework and got us funding for all these workshops and we have to be
in compliance so let s start matching our curriculum up with the framework.

On the other hand, John, a teacher of 29 years, who wrote his own curriculum
prior to the framework stated that, “we used primarily textbooks. I finally took a few
curriculum courses, just a few years ago, and that was the first time I was exposed to real
curriculum writing and not just content outlines.” Most teachers responded that content
outlines were developed with the textbook they used and only in some cases did they
supplement the text with other materials.
However, other teachers (Ken, Eleanor, Sean, and Cara, among others),
mentioned that they and other members of their department used to develop creative
curriculums and that the state framework was a step backwards for them because it
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primarily concentrated on content. It triggered, in their minds, an idea of a step-by-step
set of rules for teaching history.
Throughout the interviews, there was a strong feeling that the state framework
was imposed and not suggested. State testing, MCAS, required of all public schools,
exerted pressure on the framework which was considered as only a recommended or
suggested guideline. Some teachers questioned the extent of teachers' input in the
creation of the framework, knowing that it was the State Board of Education that gave the
final approval. They questioned the teacher voice in the document especially since the
framework turned out to be so user-unfriendly. Throughout the interviews, teachers felt
that they should be writing curriculum. Since the state Board of Education commissions
the framework, they should assure what teachers need to teach and therefore, what
students will be tested on.
Concerning the demands of the new framework, Alie stated: “At my school, we
had to write strand and standard down for each unit we did, even each lesson. I should
not have to do that. I should be respected enough in my field.” However, Bob, who
teaches in an
urban system welcomed the framework:
I think the whole thing is positive. That is why I got involved because I think that
those of us who in particular work in inner city schools, there were no standards
that I could see. The people who have the downside of it, if you work in a really
wealthy system where you got family support and the students are in to it and you
have teachers who are doing all these wonderful courses, that they are much more
... I can see, I can understand their frustration and anger because they had this
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great elective or whatever ... and their kids will do fine on their SAT’s and they
go to the best colleges or whatever and their hands are kind of tied with this but I
think tor the kind of place that I work in, we need this, we need the time for this
to evolve a little bit more and we need to have tests like the Math tests that aren’t
so hard that some of the kids are going to fail. I think that there is much more
positive than negative.

He raised a genuine concern about the equity of schools with state curriculum and more
importantly, the testing. Schools with resources should do very well with state testing.
However, his school is overcrowded, in a poor, urban area with a very low tax base to
draw trom. The money that accompanied Massachusetts education reform was
welcomed in many of these communities because it enabled the hiring of more teachers;
created a space for a unified curriculum, and provided money to purchase more textbooks
and supplies.
In general, teachers are frustrated that they were not involved in the writing of the
Iramework. The work of their representative body of teachers who were on the
framework committee was rejected by the Board of Education. Where was their voice?
Their experience? Their credentials and expertise? There seemed to be agreement that
something needed to be done in order to secure equitable educational standards for all
students. This was true more in the responses from the urban teachers than from the
teachers in the wealthier suburban schools. However, most of the teachers in both
settings admitted the need for some form of unified curriculum. They differed as to how
much and to what detail. Sean, from an affluent suburb, did not see the need for a unified
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curriculum. He would however, jump on board if the MCAS was at least stimulating,
offered choice, and was based on educational, rather than political framing. Eleanor,
from an urban system, welcomed the framework as an idea and that it was very necessary
to unify the curriculum for all students in the state. Cara disagreed and felt that teachers
have always been writing curriculum and why shouldn't they continue to do so?
Although there was a clear difference between urban and suburban school systems, there
was sympathy and empathy for urban teachers and an understanding of their request for a
unified curriculum and equal funding across the state.

Finding 2: Although the framework is supposedly only suggested, teachers felt that it is
enforced by the required MCAS testing. Therefore, the teachers concluded that the
suggested curriculum is not optional if the test is required.
I found agreement among the teachers on the need for the MCAS test because it
pressured schools to achieve. Some teachers expressed a desire to see the history test
count for graduation as the Math and English Tests count now, because it might mean
that schools would pay attention to it. If it is not a graduation requirement, they felt that
history would be relegated to the list of subjects that could be taught minimally. They
said that the MCAS, not the framework, seems to be the engine in curriculum
development as well as in teaching at schools. The framework needs to be streamlined so
that the MCAS testing can be focused on the content but also that the MCAS needs to use
more topical questions and not rely on primarily multiple-choice [trivial pursuit] type
questions.
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However, there were some teachers who felt that MCAS has changed schools for
the worse because the tocus is on textbook teaching and on results, and not on critical
thinking and analysis. Some ot the teachers I interviewed may not stay in the profession
as lonS as

originally had planned. Cara, for instance, had the following conversation

with me about this:
Margaret. So, you don t think that you’ll stay in teaching as long as you originally
planned to?
Cara. No, you know people stayed until they were in their sixties and you’d meet
the 35 year veterans. There are not going to be 35 year veterans anymore.
Margaret: Yes, you’re right, maybe 4-5 years.
Cara: And that’s wrong, because teaching is something that takes a lifetime of
dedication that makes you good at what you do.

On the other hand, Kelsey didn’t see any problem with the specificity of the
MCAS, but he did understand why the test was being criticized:
I think that’s helpful and if the framework narrows things down, maybe not
narrow them but presented them in such a way that it kind of restricted what the
testers could do. B y presenting types of questions that students should be asked
by teachers in class, it is saying that these are the kinds of things that are going to
appear on the MCAS, very similar to it. I think that that would help a lot. It is
mainly uncertainty. I think that would eliminate a lot of the criticism. The
problem right now is, why you get so many critics to the MCAS, is that when you
question each of these guys, the criticism is way across the map. There are some
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people who believe that no standards, no tests, and there are some who believe
that the test is basically screwed up and if you fixed it this way, it would be okay.
You have such a wide array of critics. There is no uniformity on this so I think
you need to make it clear what it is going to be. It’s got to be doable by almost
each kid.

Ralph felt that the MCAS serves a purpose as a teaching and instructional guide
assisting teachers in the coverage of the content:
I think it focuses the teacher that they have to cover a lot of material and they
can’t get stuck because they have a particular interest in medieval England or
something and they have to cover lots of things. They have to cover the whole
world and I think that really pushes them along a little more than they would have
before.

All the teachers interviewed agreed that there needs to be some accountability.
Students need to know certain facts and be able to use specific skills by the time they
graduate. However, the teachers did not necessarily believe that the MCAS, in its present
form, achieves that goal. Sean stated:
I understand the bargain that was made in 1993. It was ‘we’ll give you more
money, but you’re going to be held accountable.’ It’s the how we’re being held
accountable.
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I understand. I have talked to our state legislator and he has said 'that was the
deal. You’re not going to stop it. More money in exchange for accountability.
And here’s how we think it is going to be done.'

As Lisa and Ken stated in their interviews, other types of assessment should be
introduced, such as the use of portfolios. As Lisa, the teacher in my pilot study, stated:
I think the portfolio assessment is really where it is at. Through portfolio
assessment, we can look at skill. What are the skills that you have to use in taking
the MCAS Writing and Recall portion of the test. In the portfolio, you’re looking
at research ... what are the important skills for Social Studies which go way
beyond recall.
Teachers did not seem to have a problem with an organized curriculum and with
testing. However, they were dismayed with the type of test as well as the specificity of
the core knowledge included in the framework. Unlike the English framework which
tests skills, the History framework and associated MCAS test assesses core knowledge
from a huge period of history. Teachers seem frustrated at the lack of their input to the
framework as well as the type of testing that has resulted.

£inding_L Teachers felt that the History and Social Science Curriculum Framework has
not encouraged thinking and learning. Some of the interviewees worked with the
framework while including their own plans and ideas. However, many stated that they
had to cut back on their creativity and their focus on critical thinking in order to get the
content covered.
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Many teachers interviewed felt that the framework in history focuses too much on
the amount of content, and encourages teachers to teach with a textbook in hand. They
felt that the underpinnings of the framework dictated teaching directly from the textbook,
without any regard for in-depth critical analysis of the materials. The age¬
appropriateness of the framework was discussed, and the teachers felt that the quantity of
material being taught superceded the quality time needed to think and process the
content.
Other teachers stressed that they do not do as many projects because they are
forced to limit them due to the pressure to cover content. On the other hand, some
teachers felt that the framework helped them to focus. They do not let the framework
limit them, but use it as the guideline that it is supposed to be. As Lisa said:
I think that it is focusing and that you can be focused without being limited. I do
not find at all that it is limiting. Certainly, some things you give more attention to
than others and there is going to be that variance but I do think that we need that
big umbrella so that we are all going in the right direction.
Some teachers felt that following the framework ran counter to how they used to
teach. Before the framework, they developed units that were much more thoughtful and
challenging. Mac, a vocational high school teacher, shared some of what he used to do in
his history classes:
We used to teach so many topics: industrialization, unionization, urbanization
through the history of Lawrence. We used to show slides of Lawrence and we
don’t do that. Teaching Massachusetts history through maritime perspective is so
much more fun for the kids. I read The Heart of the Sea this summer and it was
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terrific. Wow, what you could teach about local and national history. You could
reference so many history topics through such an interesting lens. We used to
take them to the Tsongas Center in Lowell.

Ken shared the same sentiment about the use of oral history in the curriculum:
It you just told me, look change nothing else but let’s start world history at the
Renaissance. Just cut down the volume and let me settle down and then I can
work on that Renaissance Art Project that I wanted to do. I can also do the one
local activity, with the Reformation, in which I ask kids to go to their local town
hall, and they have to go to their phone book, and they have to map out where all
the houses of worship are in their community and they have to do this in two
days. To describe the framework, if we were in a restaurant, the chef would say
'nothing has cooked fully.' That’s what is happening. I’m pulling it out of the
oven too soon.

The teachers, that I interviewed, want to be creative. They feel that they know
how to
reach their students. They are trained professionals who demand that students learn
history. Participation, citizenship, critical thinking, the reasons behind an event or a
decision develop in a history classroom. The teachers felt that the MCAS, as it is, does
not require critical thinking, does not offer students choice in questions concerning
regions of study, and is not equitable for all students. Most felt that there is too much
content to cover and as a result, students race through history. However, the urban

150

teachers such as Eleanor, Bob, and Mac were still glad that they had the framework for
uniformity of content across the state. I found that some of the suburban teachers bristled
more at the whole idea of a framework.

Research Question 2: Do teachers see the Framework in History and Social Science as a
document that encourages the development of multicultural curriculum? If so, how?
There was some disagreement among the teachers over the definition of
multicultural curriculum as well as a lack of concern for the importance of teaching such
*

a curriculum. It was unclear if this lack of concern was because of their discomfort with
the term "multicultural" or whether it concerned the lack of definition in people's minds.
Narrowly defined, multicultural education becomes only a curriculum that includes
people of color. However, broadly defined it should include the diversity of all our
backgrounds. Maria, one of the teachers interviewed, stated that, as a child she could not
find her history in the curriculum that was taught. Jake, from a white European
background, acknowledged in his interview how it felt when a teacher recognized his
ethnicity as a Lithuanian in his elementary school classroom.
I got into history as my major and that’s basically because of this one history
teacher who had no personal connection to me. In fact, he was not very
personable, but he said, 'This is history. It is challenging. You can learn it.' It
became, for me, a competition just to do well. It wasn’t necessarily the subject, it
was something that I found that I could do well, and that I could top the class. So,
I just stayed with it because there was an element of success. He knew that I was
Lithuanian and I think he said one day something like: ‘Lithuanians have these
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characteristics, and you know, that was probably the only thing that he said to me
personally, but it was enough for me. It recognized who I was.

The sub-question in Interview #2 that I asked was, “Do you feel that the content
in the existing framework encourages learning about other people of the world, other
cultures, and ethnicities?

I found that the responses, in most cases, were limited to

discussion of world versus western history. Since the framework is core-knowledge
specific, I was inquiring whether the framework encourages the pursuit of a multicultural
global history.
The major findings for Question Two were:
Finding 4. There were differences of opinion as to whether the framework encourages
understanding of other cultures both in the global studies and in the U.S. history
suggested content.
FrndmgJ): There was general agreement that the framework is a Eurocentric document
focusing on the accomplishments of the western world.

Einding_4. There were differences of opinion as to whether the framework encourages
understanding of other cultures both in the global studies and in the U.S. history
suggested content.
The older interviewees emphasized their lack of exposure to a multicultural
curriculum throughout their educational experiences. They learned western history, not
World hstory, and even though many of the interviewees, especially those in urban areas,
Went 10 school with children from different cultures, they did not learn about other
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cultures. This was especially true in the case of Maria, the Argentinean teacher. When
asked whether she herself in the curriculum, she responded: “No, I did not see myself.
No, not at all. Nothing at all in terms of Latinos or Hispanics.” Merle, an African
American, who grew up in an all Black school in the south, had a different educational
experience because he was surrounded by students and teachers of color in a segregated
community. However, Jake, who grew up in an urban area where there was a lot more
diversity, never learned about the cultures of the students in his classes or cultures of the
world. As he stated in his interview: “No, there was no attempt to do neighborhood or
community or city history and/or cultures or anything like that.”
Some of the teachers stated that they learned about the neighborhood cultures
through community festivals, if they existed. As Eleanor stated when I asked her if she
learned about other cultures in school: “As far as ethnicity, where I grew up, there has
always been a lot of cultures in the city anyway so there were always kids of different
backgrounds in the schools always.” And when I asked, “Was that integrated into the
curriculum?” She responded, “No, of course not, but it was that you knew kids from
different areas and got interested in things of difference that way.”
There were some differences of opinion in response to this interview question.
Some
teachers felt that the framework fostered multiculturalism at their individual schools.
Mac, from an urban vocational school in a very poor district disagreed:
No, I think it actually turns kids off. If you keep shoving facts about past China
through some figure back in the 12th century, it reenforces stereotypes and
caricatures because it doesn’t give the students any context, any understanding.
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It reinforces stereotypes. Look at the art work photos in the texts of street
scenes in China and they have a Chinese coolie pulling the rickshaw. The kids
don’t see beyond that. They think that that is the ONLY reality of today of
the Chinese.

Cara, from a rural Massachusetts town, felt that there is just too much to pack in and that
diversity, as a focus, suffers from this due to lack of context and discussion:
Well, when we talk about Asia for instance. I show them this brief little clip on
the Samurai and how there is one story about 30 Samurai who committed
Seppuku because their Master had been dishonored. And all thirty of them
committed suicide the next day and for kids to understand this, they have to
understand the minds of Asians and you don’t have time to go back and teach that
and tie in with religion and Confucianism and all that to it.

However, Maria, Bob and Ken felt that multiculturalism is in the curriculum and
•

•

It is up to the teachers to teach it. They all agree that there is too much to teach but
multiculturalism is there.
Jake said that due to the cutbacks in geography, any discussion of diversity and
world cultures suffers because the framework is 75 to 80% history.
So, if we are talking about WWII in Egypt, we don’t take the time to look at
Egyptian culture, Muslim culture and all of those things, we sort of just plow
through. And
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that is why I’m encouraged by the fact that there may be a 6th grade Geography
emphasis in the revision of the framework. It might already be a little late
because you are already doing a lot of history prior to that but somewhere along
the line, regional geography, cultures, and other people should be taught.

In contrast, Kelsey asserted that the framework lends itself to learning about other
cultures:
It does encourage it in a sense. It encourages it too much. There’s too much
stuff, period. Yeah, there’s other countries, other nations.

Merle brought another view to the discussion through the lens of an African
American teacher of U.S. history. When asked what he thought of the framework and
multiculturalism, he laughed and said:
Ha, ha. I'm sorry for laughing. American History has always been Eurocentric.
The history curriculum has always been Eurocentric. Ninety percent of kids who
study history throughout this country have no clue about the accomplishments of
minorities and what their roles were. A case in point: pick up the average history
book and you could ask 'what role did Native Americans play in the Civil War?'
Students have no clue. When you look in the history books, you study about
Native Americans; you study about Andrew Jackson, his removal policy and the
Cherokee having to adopt the White ways, and how they won the court case, but
during the Civil War, Native Americans disappear, and we don’t see them again
until after the Civil War when they remove them from the west and start
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exterminating them and putting them on reservations. So, what happened to
them?

Or as Alie said when she was interviewed concerning multiculturalism in the
content of the curriculum:
It is all white mens’ history and that is the focus of the document. I had a
problem with the suburban schools because the inner city schools have diversity,
cultural diversity. They need the diversity out here in the suburbs. We don’t have
it. The framework is just too Eurocentric and so are the textbooks. Even though
Africa, Asia, and South America are in our texts ... it is more fluff stuff and the
Europeans are more factual. If the school system never asks book companies to
come up with real world history, then it won’t change.

Throughout the interviews, the interviewees did not express that they thought
multicultural education was a necessity in their own educational experience. However,
most of the interviewees felt that they had not learned about world cultures except
through the study of ancient cultures or through geography, not history. Or as John said
in his interview: about his childhood: “There weren’t many diverse kids and there
vveren t many minorities at all. Some Portuguese but assimilated Portuguese ... so no, no
real diversity being taught or present where I grew up.”
I found that the teachers routinely defined a multicultural curriculum in terms of
people of color and not as inclusive of all students. Since most of their students were
Primarily from European roots, they were not considered in the definition of
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multiculturalism. Therefore, multiculturalism was defined by most of the interviewees as
including only non-white cultures. I also found that multiculturalism was celebrated
within the confines of festivals or add-ons, and not integrated into the curriculum.

Finding 5: There was general agreement that the framework is a Eurocentric document
focusing on the accomplishments of the western world.
Throughout the interviews, there was agreement that the framework was a
Eurocentric document. Many seasoned veteran teachers had learned only western
civilization and some did not see any problem with a western focus. Therefore, many of
the teachers felt that they themselves were limited in the knowledge of world history and
the lack of professional development courses in world history. However, Mac is a good
example of one of these teachers and his response was "I went out and took a refresher
course and I am much more aware of any workshops and activities that are world based
instead of American history."
Lisa, in the pilot study stated:
I would like it not to be so European based. I think that it really is through
American and European eyes that we are looking at history and I would like it to
be a little bit broader until I guess it is really in the last unit and we look at the
modem world. I shouldn’t say last unit but last core knowledge portion. I have
tried to take that and weave it through all my teaching. Even when we do India,
we are doing it through imperialism and not through India's’ history and culture. I
think that individual teachers can change that and must change that emphasis.
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John agreed that the framework encourages the study of world cultures. However,
C ara and Sean stated that they telt that the framework is rushed, and what emerges are
lessons embedded in content only, devoid of critical thinking and creativity. This limits
its inclusiveness Sean said:
It you are going to equate memorizing with understanding, I guess [that it
encourages learning about other cultures]. That’s the flaw. It is much more of a
World emphasis than we had before. There is no doubt there. To that extent, sure.

Eleanor, in self-reflecting asked an essential question:
What do we think kids really need to know about how this area developed?
They need to know that there were great empires there that were involved
in trade and had structured governments and all of that. They need to know
that the Europeans came and changed the nature of the continent and how.

Eleanor stated: “Too much western because the frameworks are ... I think the
current framework is very much Euro-slanted even when you are doing other areas of the
world and that is disappointing.”

Kelsey took a strong position on the importance of teaching European history. He
teaches about other cultures and their influences but he is centered on teaching his
students a western history with additions.
This is why I disagree with the world history approach, to a certain extent. I
would much rather discuss Machiavelli and his applicability, his ideas today.
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whatever, than I would the cultural interaction that led to the spread of the
bubonic plague in the 13th or 14th centuries. Simply, not because, maybe
historically wise, the Black Death had an enormous impact on Europe, but is that
as relevant to a kid as talking about Gandhi's ideas or Machiavelli's ideas because
you can find those today.

Many of the letters from the public (see Appendix C), responding to the
publication of the framework, addressed the Eurocentrism and/or lack of diversity in the
document. David L. Schaefer, Professor at the College of the Holy Cross, responded in
the affirmative by praising the document in stating:
It is European civilization that supplied the core of the ‘common culture’ on
which our political and economic institutions continue to rest, and which it is
therefore vital that all citizens should know so as to help perpetuate our system of
freedom . .. Neither I think does the Framework denigrate non-western
civilizations simply by placing primary emphasis roots of our nationhood.

In their response to the framework, Henry Louis Gates, Jr., and K. Anthony
Appiah, from the Afro American Studies Department at Harvard University, commented
on the core knowledge of the framework and its European centering (see Appendix C).
According to Maria, the framework is Eurocentric. The entire emphasis is on
f urope from Industrial Revolution through the Cold War. She mentions that other
regions of the world are only talked about in reference to the actions of Europe and the
United States, and not as separate cultural regions.
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A letter trom the Massachusetts Association of School Superintendents stated that
they were concerned by the apparent lack of exposure to world cultures" [in the
framework] (see Appendix C). Kathy Greeley, a 7th and 8th grade Humanities teacher
stressed, in her letter to Commissioner Robert V. Antonucci, "that the framework harkens
back to the 50 s in defining history and the world from a White Eurocentric viewpoint."
With the discussion of world versus western history or civilization, the
interviewees seemed to agree that there were real gaps in what they were taught. They
never learned about other religions and cultures except, in one instance, about a local
Greek culture or in another instance, a celebration of an Italian holiday-in isolation from
the curriculum. As Sean said: “Oh, we did the Onondaga Indians because they lived in
our area and one of the kids in our class was from that reservation, so since we were near
a reservation ..."
Kelsey added:
We did leam other things about other people of the world but they were rather
limited. Social Studies wasn’t a whole lot. There wasn’t a whole lot of contact
with different people and different races. There was like maybe one or two
people in the entire elementary school that I remember who were not quite didn’t
fit into one of your Irish or Canadian or Italian or something like that types of
things. As far as history of places like Africa or Asia, other than things like Marco
Polo and some of the European stuff, we never really got into it very much.
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Generally, the interviewees agreed that they did not learn a history of the world,
especially one that was inclusive of Africa, Asia, and Latin America. All of them felt
that
that was wrong, even though a few of them had no problem with the emphasis on
European history, they felt that they should have been taught some world history. Sean
stated:
I'm sure that there is more emphasis on Europe in my teaching, and I don’t think
that that is unjustified either. We [the U.S.] came primarily out of Europe, so I
think
it is important that we understand the Renaissance. If we’ve missed some things
in Africa ... if you understand Africa, that’s okay. So, I think there is a little
more emphasis on it, but I don’t think it is bad, no.”
However, Merle had a different experience in studying other cultures in both
elementary and high school courses in the south. He stated:
I can say by being a minority and going through the time period when schools
were beginning to integrate and race was an issue. It wasn’t so much of an issue
that it interfered with being successful. We did study other cultures but I think
that was
because we, ourselves, were a part of a minority. The majority studies other
cultures but if you are part of a minority, you don’t just study other cultures, but
you are the other cultures that they are studying so you’re living it. There is a big
difference in living something and studying something. But, in my elementary
school, I was not a minority, but I am a minority in society.
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Research Question 3. What meaning do Massachusetts teachers make of the framework
in history and social science?
The Massachusetts framework does affect teaching and learning. That was one of
the clearest responses that I heard in the interviews. However, how much of an effect it
has had, and in what ways it has affected teaching and learning differed. I addressed this
question primarily in Interview Three by connecting it with teachers' own experiences, as
discussed in Interview One. I addressed it further through the literature reviews of both
state and national education reform, which gave context to the meanings discussed by
teachers
in their reflective interview, and also in the meaning I got as I sifted through letters from
the public, as found in documents in Appendix C.
In order to answer this question, the teachers interviewed needed to reflect and
connect on their own experiences in education, their background as students as well as
teachers, how they learned in school, and what worked for them and helped them to learn.
This question also has to connect not only with their personal experience but also with
the context of national and state education reform.
What does the framework mean? How does it connect with education reform for
the state and the nation? How does it connect to teachers' voices? As I pursued these
questions, these were the major findings:
Eihding_6: The framework has had a major impact on teaching and learning,
tmdingj: All the interviewees saw the framework more as a political than an educational
document that limited teachers' voices in its development.
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Finding 6: The framework has had a major impact on teaching and learning.
As can be seen in the interviews, the literature review, and the documents, the
framework has had major impact on teaching and learning. Teachers responded to the
meaning interview [the third interview], which focused primarily on the impact that the
framework has had on their teaching and the students' learning. A number of concerns
were raised about the coverage of the framework including the stress on teachers to meet
deadlines and the lack of creative projects due to the timeline associated with the
framework.
Letters such as Beverly Nelson’s of Medford, to the Commissioner during the
public comment period (see Appendix C) clearly stated their concerns that:
•

The standards were developmental^ inappropriate;

•

Expectations were erroneous and demands were unfair on students and teachers;

•

There was too much content and less time to teach it, stressing coverage rather than
depth;

•

There was too much reliance on textbooks, fewer projects, and less critical thinking
and analysis.
Ken used to do more projects at his vocational school, but now says:
Yes, so I’m seeing fewer projects. I’ll give you one example. One year I think
we read the play 1776 and these things are sacrificed and its a very simple
equation. Time is your quantity and we only have so much of it. I can only max
out my kids to do homework so much and do this supplemental activity. If you
don’t cover it in class and you’re only doing it at home ... only an elite group of
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kids will respond to it. I might have been one of those kids in school who really
loved it, and a teacher said 'this is extra here.' That is not how you run a class, it
just isn t. I have to cover more topics. The number of projects that I’m doing has
diminished.

Ralph, on the other hand, was glad that there is a framework. He has a positive
viewpoint because it has forced everyone in his department to cover non-western
viewpoints, which he was always interested in. “Before, some teachers wouldn’t do that
even though they might give it lip service and say ‘well, we are going to do that.’ They
wouldn’t do it. Now, they have to do it.”
Likewise, Lisa feels very comfortable with the impact that the framework has
made on her classroom, and on education:
I guess I’m not feeling that anybody is saying to me, "here is the book, here is the
test, here are the activities and assignments." I’m not feeling that. I’m feeling that
here is what they need to know and as a teacher, that is my challenge: how am I
going to make it come alive in my classroom? How am I going to teach this to a
class where I have two Portuguese-speaking students, and where I have three kids
on ed plans and I have three students who really struggle with reading. That is the
excitement and challenge of it. I don’t feel that this is ever the case of "Here is
exactly what you have to do and this is how you have to do it." Not at all. I have
never been told that, and I have never felt that at all from my school or my
department.
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Ann Wheelock, an educator and author, sent a letter to the State Board of
Education with her comments on the framework. She stressed that the major flaw of the
framework is that it was not written and developed by educators. Letter after letter
comments on the impact that the framework has on students, teachers, and school
systems, but especially on teaching and learning. Many of the letters stress that it is a
return to rote, to textbooks, and to coverage which encourages a “chalk and talk”
approach to teaching (see Appendix C).
Merle says, “I do not feel harnessed by the framework. I have learned that I have
to listen. I am always prepared and I learned that from my parents and my teachers. So,
no matter what I do, if I prepare kids, I have to prepare kids and I do have to make myself
available.”
Through the interviews, I heard that teachers continue to do their jobs and do
them well. Teaching for them is a balance between coverage and in-depth critical
analysis. Many of them still try to do at least some of their projects that have worked so
well for their students and others have given up any extra projects due to lack of time.
Among urban teachers, it was clear that they were very glad that there was a
framework, a uniform curriculum with the expectation that all kids would learn. John,
who teaches in a large urban school district felt that the framework made the teaching
"more uniform.” He said:
You learned, in the past, whatever your teacher wanted to teach you. Whereas
someone in world history, Greeks and Romans may have been taught the same
way if the teacher liked Greece and Rome and I was a French Revolution guy and
so on. And now, I think it is a little more uniform, so kids aren’t learning the
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same thing each year. But, on the downside, there is too much content, too much
to teach.

The framework has made the content more uniform. However, there is agreement
that there is just too much content. The framework has definitely impacted teaching and
learning but there is disagreement about how. Some teachers like teaching from a
textbook and they thrive with the content-laden framework. Those teachers who like to
do more project-based learning have to prioritize their work to get everything covered so
that they will be ready for the MCAS test in the spring. The high school test has been
postponed until 2005, so that the state contractor can write a new and better test.
In many of the disputes around the framework and MCAS, urban districts
generally have supported education reform because it has helped them to get professional
development funds; demand that all their students get the same preparation; and set some
standards for failing schools. However, there has not been enough financial and
professional support. There are clear socio-economic differences which create inequities
in student cost for preparation as well as in test results.

EmdingJ: All the interviewees saw the framework more as a political than an educational
document that limited teachers' voices in its development.
That the framework is a political document is evident from the interview with
Eleanor, a member of the original framework committee (see Appendix D); some of the
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letters found in the documents (see Appendix C); the literature review on Massachusetts
education reform; and through the framework itself. Eleanor stated it very clearly, when
she said:
It was so political and they were so fighting with each other, the next item on the
agenda was ‘‘approval of their draft” so in other words, if our draft didn’t pass,
then the next vote was theirs.

The teachers that I interviewed, commented on the influence politics had on the
framework, primarily in the third interview. Ralph, among others, just wants the State to
stop “mucking around” with education and ed reform. “Leave it alone,” is what he said.
Sean knew that Ed Reform was a compromise that was made so that schools
could get money but in return, schools had to be accountable:
I understand. I have talked to our state legislator and he has said, ‘that was the
deal. You’re not going to stop it. More money in exchange for accountability.’ It
is about power and they have the power. The School Board has the power. I
asked about essays and a member of the Assessment panel, actually a teacher,
said ‘you can’t have the kids writing on different essay questions, because it is not
cross validated.’ I said, ’wait, listen to what you are saying. That the effect on the
classroom is not as important as validating the test, is that what you are telling
me?' And she basically said ‘yes.’

In the interviews, I often heard the refrain, “tell us what you want and leave us
alone.” Rock, in his interview, addressed the politics involved in the framework:
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I think it is a lot of political rhetoric. If they leave the schools alone .. .do what
they are supposed to do which is to enforce the federal laws. We are not one giant
country. There are things that our kids (at our school) need to learn about and I’m
not sure that kids somewhere else need to as well but I don’t think there is a crisis
in education.

In a later part of her interview, Cara said:
I think it is a political thing. I don’t think it has anything to do with kids. I think
the last bastion of public scapegoats are the public schools, because you can’t
blame anything else but schools. There is nothing else that is controlled by the
general public anymore, everything else has gone private. That’s why it is safer
to send your kid to a private school. They will learn more. I think it is political.
It is a sham. I think that they only get on the bandwagon because they want votes
for it. I don’t think that they have a clue what goes on in a school and dammit,
without public educators, most of them wouldn’t be where they are now. So, they
can all go to blazes as far as I’m concerned.

Maria is concerned and feels cynical about the role politics played in the
framework. There is a general distaste and distrust that surrounds any discussion of the
state legislature and education reform, as well as the Department of Education and the
board of Education.
Mac, a veteran teacher, who teaches at a vocational school in a very poor urban area,
clearly cares about his students but is wary of the political dimension of ed reform:
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There has been a lot of teacher bashing in the last five years. I think that that is a
negative effect, too. We work with kids all day and we influence their behavior
and they, our behavior. So, we are like little kids now when the politician says
that
teachers are overpaid; that we are not doing enough; and that we should be held
more accountable and if we are not more accountable, we should be fired, and I
say 'okay.' You come down here and do my job. So, you are not necessarily
sabotaging but... some teachers are just passively resisting. They are not
making the change; they are not making the contribution, they are not making the
effort because they don’t see any long term benefit for themselves or for their
kids.
Throughout the interviews, I heard the same refrain from teachers that this
document was just another political document. I did not hear that any of them were
against education reform nor accountability for students. However, the question that
emerges is, "Who is held accountable? What is being tested? Why now?" Comments
were made on political agendas and the lack of educational decision-makers. Throughout
the interviews, a real concern about students came through.
It was clear, in the interviews, that teachers felt that their input was ignored and
they were included minimally through their representatives. Steve Gorrie, former
President of the Massachusetts Teachers Association, wrote and commented on the lack
of teacher involvement and specifically referred to the rejection of the draft which
involved practitioners. There was a clear lack of teacher involvement as the framework
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process progressed. It started out with positive expectations but was derailed (see
Appendix C).
Cara, Sean, and Ken, among others, commented in their interviews on teachers
not staying with the profession; that teaching is not fun anymore; that it is too serious;
that the state curriculum is cluttered with facts; and that teachers are not being listened to.
I heard such comments consistently, and perhaps that one fact, more than any other, is the
reason why teachers were willing to be interviewed. The interviews provided a forum for
them to express their concerns.
Many interviewees felt that teachers needed to be the writers of the framework
and ot the MCAS questions. The general sentiment was that teachers were well qualified
to participate in the writing of the framework. I explained that there are teachers
involved in the Assessment Development Committees that review the MCAS questions,
but to many of the teachers, that is not enough. They felt that it should be more teacherdriven and teacher-involved, as are the New York Regents Exams.
Overall, any teacher involvement is minimal and many of the teachers knew about
the disbanding of the framework committee, which renewed the fear and distrust that
teachers have with the State Board of Education and the Department of Education.
Disgust could be heard in Rock’s comments, as I interviewed him in his classroom as he
was completing a summer session with his students. He expressed a problem with:
The experts and even some of the social studies teachers in the state, tell me what
they think I ought to teach. I have a problem, because it makes it seem that I’m
not doing what I’m supposed to be doing. There is some stuff in here that I would
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never bother teaching, but it has been deemed to be part of the canon and
therefore
part of the test... I understand that if the state is investing money, there ought to
be standards. I think that it needs to be designed for the kids. I think it is now
designed to get teachers.

As Mac suggested that you more teachers need to be involved across the board,
not only in reading MCAS questions:
Teachers can create curriculum units that can be packaged for teachers throughout
the state ... on the Civil War, etc. You can have a series of units and a common
vocabulary that all kids need to know. If everybody knew this upfront, a menu of
choices then everyone could pick and choose what best suited their classes. Go to
world cultures, not world history. As soon as you say history, everybody is
looking backwards and what needs to be included becomes so ponderous. It
should be the world today. All schools need to adapt but we would have common
threads. Have teachers, not outsiders, do the correcting.
Politics are a big part of Massachusetts education reform and the teachers
interviewed
knew that. The framework itself was bom in controversy with the disbanding of the
original framework committee that had included teacher representatives as well as
administrators and other educators. It was finally written by three members of the school
board who were not representative of practitioners. Therefore, many teachers, at first,
disregarded the document, waiting to see if it would last. It has lasted since 1997 and is
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going through revision. In 2005, there are tentative plans for an MCAS test in history.
Teachers, whom I interviewed, saw that the framework effected teaching and learning
and that it is a definite part of education reform in Massachusetts.

Research Question 4. What are the implications of teachers’ experiences working with
the Massachusetts framework for teacher education and professional development?
There is a strong feeling from the interviews that the framework has encouraged
teacher collaboration and teacher workshops that emphasize alignment of curriculum
with
the framework. Many of these workshops would not have been possible without the state
budget that provided huge amounts of money to school systems for that purpose. The
state provided approximately $210 per student, which was earmarked for professional
development in the form of workshops, training, creation of lesson plans, and instruction
in a variety of assessments. This has facilitated the alignment of the existing curriculum
to the state framework.
Teachers said that at many of their schools, new forms of assessments have been
discussed; encouragement of a variety of teaching strategies has occurred; and
tremendous collaboration between teachers from elementary, middle and high schools
has occurred across the state. The Department of Education provided Content Institutes
for summer study, as well as a two-year grant program in which teachers, through a
highly competitive application process, were chosen to work, as representatives of the
DOE, with classroom teachers to align curriculum with the state frameworks. I was one
of those teachers.
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The findings as related to this question were:
Finding 8: The assistance the state provided for professional development was
appreciated and desperately needed.
Finding 9: To continue implementing reform, teachers' voices must be listened to within
schools, colleges, and universities.

Finding 8: The assistance the state provided for professional development was
appreciated and desperately needed.
There was a clear commitment, primarily in the form of funds, by the state to
professional development. Schools hired more teachers; sponsored curriculum
workshops; and each school system decided how to implement state funds.
Merle, as part of a team of teachers who worked with the Director of Curriculum
for Boston Schools, developed units aligned with the framework. These units would be
available to all teachers across the city of Boston. In interviewing Merle, he states:
The new materials will help teachers teach the framework. The new materials and
technology will help our teachers and students. And that is directly thanks to Ed
Reform. So those are good parts of the Ed. Reform. Of course, teachers should
do the entire thing: make the questions, score, etc., and they should be paid and
paid well.
Eleanor, at her school, used the money to develop a program of content
enrichment for the teachers in the social studies department. She stated:
I felt like a lot of the department were trained in Western Civ. or U.S. history.
That tends to be the background of most teachers, and so we really needed to help
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them be better at knowing the world. I contacted Primary Source [out of
Cambridge] and I just think that Primary Source, oh, the materials and stuff are
super and expensive but because of Ed. Reform and professional development
money and my pitch to say that 'this is supporting the framework.'
The professional development money was directed to the training and support of
staff to learn more content, to write rubrics, and to assess in a myriad of formats.
Because the State budget is deficient in funds, a lot of this money is no longer available.
For example, even with the professional development funds, Maria still lacks textbooks.
”We said, that we don’t have enough money for enough books for our students. How can
we teach them when we don’t have the technology that a Wellesley has or a Weston,
when we don’t have enough books.”
Norm Schacochis, Chairman of the Social Studies Department at Scituate High
School (see Appendix C) and Jake, [in the interviews] both commented on the funding
and both foresaw the dilemma of rushing to purchase books which would force
communities into debt. Jake went on to say that he believes that the professional
development money has been used very well. He states as follows:
Yes, our system has gained tremendously from the funding...that is a big part of
my job is arranging staff development courses. I have a fall menu, a spring menu
and a summer menu. It is absolutely vital and fun. Getting teachers out has not
been easy and we have found that it largely depends on the PDP cycle. When you
are at the beginning of a PDP cycle, that begins to close and when the five year
limit does come up, then people begin to deal with that. Staff development is a
key element of Ed. Reform. If you are going to tell teachers to do something then
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you have an obligation to tell them how to do it. I don’t have them with me but
we have the three brochures that come out. All the liasons, the ten liasons work
very hard to line up courses that fit the framework. It’s eliminated fluff kinds of
things, fluff staff development. It is much more targeted staff development.

However, Rock does not think it has been enough:
If we are going to do this, you have to give us the money and time to do it but
when you give me that time and money, what is there to do? Most of the
professional development doesn’t have a theme to it. We have conference money
to use. Again, it is difficult if you bring in experts and they tell you what they
know and you don’t know.

Through most of the interviews, there was a clear appreciation of the professional
development funds. Some teachers knew more than others about where the funding was
coming from and how much it was per student but the overall response was positive to
the professional funding of education reform. Teachers such as Eleanor and Ken run
with this money and develop programs for their teachers or binders for their department
courses. Schools can decide how to use the money, as long as it is for professional
development. From these interviews, it is clear that these schools, in most cases, have
used the money to help their staff do curriculum alignment. This has been most
welcomed, especially in those urban districts where money is so tight. There was a real
commitment by the state to provide funding for the implementation of the framework, as
well as MCAS preparation.
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Finding_9: To continue implementing reform, teachers' voices must be listened to within
public schools, but also in the development of teacher education at colleges and
universities.
What is the future of education reform now that there is an administration, at the
state level, that is drastically cutting the budget for education and social services? This
administration is impatient with the MCAS test results, which are supposed to reflect
what the students are learning. The number of students passing the state requirement for
graduation has increased, but not sufficiently for this Administration. Time is running
out on education reform due to the economy, increased attention directed towards the
rebuilding of Iraq, and the national Republican administration. The framework and
MCAS are a reality. This would be an opportune time to cutback on state costs by having
Master teachers create the tests as well as score them.
As Maria says:
The whole concept of just a multiple-choice test or an essay test is just too narrow
of an assessment tool. I think that we have to pilot some kind of portfolio. I think
the whole big push is different forms of assessment and yet, when we go to test
our students, we use the most old fashioned tests available. Let’s try to match up
the philosophy with our actions.

Collaboration between schools of education and colleges will reinforce the need
to have common goals. Ken refers to his teacher training:
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I wasn't pleased with the teacher training that I got. You think of the price tag
that you are going to be guaranteed something. I can remember in 91, the Dean
inviting me to a conference on talking about education reform. I remember
Speaker of the House, Charlie Flaherty being there and discussion of all these
changes . . .we didn’t have any courses that were multicultural and again, it was
just missing the cusp of some of these changes.

State funding of collaborative efforts is needed between schools of education and
public K-12 schools. Not only on strategies and methodology, but also in the preparation
of content, the creation of MC AS tests, the writing of rubrics, and the development of
assessments, in order to align curriculums with the revised framework. Monies spent on
national testing companies such as Harcourt Brace [to create MCAS questions] could be
used to fund such professional development. Education reform efforts need the wisdom
of a teacher, such as Jake, who has been teaching for over 32 years and describes a child
in the following analogy:
I always talk about the tree in my neighborhood, it was a big tree, a big Maple and
things used to get stuck up there. People would take hats and throw them up in
the tree, or on some days there would be hula hoops that would land up in the
tree, or someone would throw someone’s baseball glove up in the tree, and the
first limb was too tall for anyone to get to and people would stand on my
shoulders, get up to the first limb and then they would pull me up and that is the
way that I look at teaching. Kids kind of climb on your shoulders to get a little bit
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ahead and you get a little bit of their reflected glory when they do well and that’s
what it is all about.
. . . and we need to combine this classroom wisdom with the people who do the
research and together, we need to listen to each other and work together as the
original framework committee did when they had so many community groups and
lots of input and that was good.

John, who is a full-time curriculum coordinator for History, wants his voice to be
heard as he works and learns with curriculum reform making adjustments to align with
the state framework. He is still hopeful when he states, "The positive part is that it is a
good guide on what is important or what someone thought was important. It caused a lot
of conversation and debate. The bad side is how regimented it made everybody."
Lisa suggests the portfolio as either a part of the testing or the testing itself. She
uses portfolios in all her classes, which are heterogeneously grouped:
Through portfolio assessment, we look at skill. What are skills that you have to
use in taking the MCAS? Writing and recall. In the portfolio, you’re looking at
research for the important skills in social studies which go way beyond recall.

Summary
In this chapter, I restated the purpose of the study, the four research questions, and
discussed the nine findings based on three sources of collected data: the interviews, the
literature review, and the documents. I briefly described the methodology of the study
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focusing on the coding that I used in the organization of the data. Prior to the discussion
of the findings, I introduced common patterns observed from conducting the interviews.
The findings focused on the lack of ownership by teachers of the framework; the
impact that the framework has had on teaching and learning; disagreement on whether
the framework encourages multicultural education; and the need for state funding of
professional development through education reform. Through further analysis of the
interviews, I found that many of the teachers whom I interviewed were interested in
working with the framework, but they were distrustful based on past experiences with the
state, on investing their energy and expertise on aligning curriculums with the new
framework. They expect that their input will not be heeded. However, grassroots
collaboration between public schools, colleges, universities, and other interested
educators, which was developed originally around the creation of the first framework as
stated in Eleanor's interview as well as documents in Appendix C could be redeveloped
in order to build a more collaborative, educational reform movement.
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CHAPTER SIX
CONCLUSIONS AND RECOMMENDATIONS
In June 1993, the Massachusetts Supreme Judicial Court issued its decision in
Me Duffy v. Secretary of Education, 415 Mass. 545 (1993). The legal office at the
Massachusetts Department of Education, in their commentary on the McDuffy case
(2000), stated that the McDuffy Decision “established the foundation budget for school
districts, using a formula to provide every school with adequate and equitable resources.”
This decision is the standard on which Massachusetts education reform is built. On this
standard, the Massachusetts Comprehensive Assessment System (MCAS), and other
segments of the Education Reform Act have been challenged in the courts (Massachusetts
DOE, see Appendix B).
There was a call for frameworks in the major academic disciplines, as well as in
school improvement plans, and school councils throughout the state as part of the
Education Reform Act. New assessment tests attached to graduation were also required
and state funding was realigned to address some of the inequities between urban,
suburban, and rural schools, vocational and college prep programs, and White students
and students of color. Education reform seemed to be off to a good start. However, the
History and Social Science Curriculum Framework committee, that began so hopefully
and that offered promise of more equity in public schools, produced a document of
controversy.
The purpose of this study was to explore the experiences of selected high school
teachers with this framework. Teachers’ experiences with curriculum reform in history
and social studies and their observations as to whether or not the framework had been
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useful in developing curriculum were assessed through three in-depth interviews with 15

Massachusetts teachers. The study specifically addressed the framework as it related to
required high school history courses. Those interviewed were teachers of world history

and United States history.
Through the interviews, teachers--the people who carry out the framework in their
classrooms everyday—were given voice to discuss their experiences with the framework
and to analyze it. These interviews were analyzed in conjunction with both the literature
review and a number of related documents. The findings, recommendations, and
conclusions of this study provide much needed data concerning teachers’ experiences
working with the original framework, as well as a foundation for additional research
evaluating the revision of the existing framework. This chapter presents
recommendations and conclusions based on the nine findings, which were discussed in
chapter five.

The Findings
The following nine findings were generated from the research:
Finding 1: Most teachers said that the state framework was imposed on them, not chosen
or developed by them.
Finding 2: Although the framework is supposedly only suggested, teachers felt that it is
enforced by the required MCAS testing. Therefore, the teachers concluded that
the suggested curriculum is not optional if the test is required.
Finding 3: Teachers felt that the History and Social Science Curriculum Framework has
not encouraged thinking and learning. Some of the interviewees worked with the
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framework while including their own plans and ideas. However, many stated that
they had to cut back on their creativity and their focus on critical thinking, in
order to get the content covered.
Finding 4: There were differences of opinion as to whether the framework encourages
understanding of other cultures both in the global studies and in the U.S. history
suggested content.
Finding 5: There was general agreement that the framework is a Eurocentric document
focusing on the accomplishments of the western world.
Finding 6: The framework has had a major impact on teaching and learning.
Finding 7: All the interviewees saw the framework more as a political than an educational
document that limited teachers' voices in its development.
Finding 8: The assistance the state provided for professional development was
appreciated and desperately needed.
Eluding 9: To continue implementing reform, teachers' voices must be listened to within
schools, colleges, and universities.

Conclusions
The major conclusions that I have drawn from the research reported in this
dissertation are that:
Teachers need to actively be involved at all levels of education reform from the
writing of the framework with all its accoutrements, to the organization of active
protest against cutbacks in state funding for schools. It is not enough for teachers to
wait for revisions to the framework; they need to be actively demanding that their
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professional talents and experiences be part of any and all changes in education in this
state;
•

It was clear that most of the teachers whom I interviewed have not been sufficiently
prepared to teach a multicultural curriculum, nor is there a commitment to a global
understanding of world history. Professional development needs to be provided to
teach teachers both a multicultural curriculum and a global world history, which
integrates knowledge rather than just an addition of facts. This would better prepare
students to become informed citizens in a pluralistic society.

•

Collaboration between public schools, colleges, and universities is crucial in effecting
teacher preparation not only at schools of education but also in the professional
development of classroom teachers and in the collaborative efforts in school reform in
the state.
Education reform is important and, as we saw in this study, it is also political.

Perhaps what it will take is the willingness to organize and fight as a coalition of
educators and community people in demanding an equitable education for all. Teachers
need to be given the opportunity to expand their designated roles to include making
future additions and revisions to the curriculum framework and to develop and score
assessments for state testing. Teachers can no longer be relegated to aligning curriculums
or approving and/or discarding MCAS questions.
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Recommendations
After studying these nine findings and conclusions in the context of the original
interviews, the literature review, and the documents, I offer the following
recommendations:
1. Involving Teachers and Community Members in Educational Reform.
Teachers' voices need to be heard in all aspects of education reform. Moreover,
education reform needs to be decentralized so that teachers and local communities are
empowered in implementing education reform especially in the scoring of tests.
Teachers need to use their talents, expertise, understanding of all types of students in the
writing of the framework; in the creation of lessons and units in alignment of the
curriculum with the framework; in the writing of MCAS questions as well as other forms
of assessment and in the scoring component. There was a committee of teachers and
administrators (see Appendix C) involved in the first draft of the original framework.
However, that committee's work was rejected by the Chairman of the State Board of
Education, John Silber, and a new committee was appointed by him. Teachers did not
write the final draft of the History and Social Science Curriculum Framework, therefore,
many teachers did not feel a part of the process except during the public comment
sessions, which were not specifically for teachers. During the interviews, teachers asked
questions concerning the creation of the framework and the MCAS testing such as:
2. Why weren't more teachers included in the process?
3. How did the state board decide what was important content for the framework?
4. Why weren't more teachers formulating questions for MCAS?
3- Why weren't there other forms of assessment used in testing, such as the portfolio?
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6. Why is it such a political not an educational document?
Reference to the politics involved in the writing of the framework was documented in
Eleanor's interview in Appendix D as well as in Dan French's article in Phi Delta Kappan
(November 1998).
A specific suggestion to improve the framework would be to encourage Master
teachers to work with the Board of Education to develop lessons and units of study,
assess programs, and develop test questions. The Department of Education could
develop ongoing teacher involvement by bringing in different groups of teachers to write
the questions, discuss a variety of forms of assessments, evaluate questions, and correct
tests. Currently, a representative group of teachers are involved in the Assessment
Development Committees. These committees approve and/or discard questions created
by Harcourt Brace Corporation in Texas. However, they are not involved in writing the
questions. Teachers are not part of an ongoing process of discussion and review of all
segments of the state education reform, such as the implementation of the framework by
’ -12 public schools, the creation of a system of assessments that involve an array of
testing structures, the evaluation of the test instruments presently being used; and the
scoring of the assessments. Merle, in his interview, stated that, "teachers should do the
entire thing: make the questions, score, etc., and they should be paid and paid well."
In order to have educational reform succeed in Massachusetts, local communities
need to feel that they are involved in the educational reform process, since it is primarily
their taxes that fund the school system. Ongoing collaboration between local
communities and the state Board of Education is crucial in the fulfillment of education
reform plans. Support of local schools through state funding helps to ease the financial
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burden on these communities. Also, it MCAS is truly a test of basic knowledge and skills
giving every student the opportunity to pass, then local communities will feel that their
children are being successful. This is key to the continuation of state testing, because if
local communities feel that they are represented equitably, they will work willingly with
education reform efforts. In addition, more teacher involvement, in both the creation of
equitable assessments, as well as in the scoring of such assessments, can encourage the
acceptance of the framework by both the teachers and the community. This is not to say
that the test should be easy or non-challenging but it must be fair to the socio-economics
and cultural base of specific communities. How can the same test (MCAS) be given to a
school in Wellesley and a school in Boston without consideration of class size, resources,
and socio-economic context?
2. Globalizing the Curriculum.
Globalizing the curriculum would expand the study of world history to include a
regional perspective and not limit it to a western viewpoint. Currently, the framework is
narrowly based on a western perspective that is, when you study Africa or any world
region outside Europe and the United States, you study what happened to it under
imperialism, not from its own culture, history, and perspective. Teachers and students in
a globalized curriculum learn more about the world, and not just a recycling of western
civilization with add-ons in world history. In the study of world history curriculum, a
continuous integration of cultures would be taught. The framework presently is a
working document that addresses world and U. S. history but does so primarily from a
western perspective. Understanding the story of human society in a broader, more
inclusive fashion, using primary documents and oral histories globalizes the world history

186

curriculum and integrates U.S. history with the stories of many cultures. Veteran
teachers, moreso than newer teacher interviewees, admit to learning a western history
rather than a world history. Eleanor and Sean agreed with the teaching American society
as the foundation of western history since, as a country, we are primarily from western
roots. However, some of the teachers such as Eleanor, Maria, and Ken thought that the
existing framework (1997) was too Eurocentric in its content.
In interviewing these teachers, I found a lack of knowledge and understanding of
world history primarily due to their own education in western civilization. This lack of
knowledge encourages a reliance on western cultures as their primary area of focus in
their teaching. I'm not sure if that is reflective of high school history teachers throughout
the state, but it was clear in the interviews that I conducted.
Since world regions are included in the curriculum content of the framework,
there is no reason why teachers could not broaden the spectrum of their teaching of the
content that they teach. However, professional development needs to be provided on
how to teach a more global history and still cover the suggested content of the
framework. Not having a test in History at the high school level for the last few years has
freed teachers to expand the content and not worry about the test.
3. Promoting Collaboration Among Educators at Various Levels
In order for schools, colleges, and universities to collaborate on the planning,
administration, and assessment of education reform in Massachusetts, an ongoing
process to encourage continual feedback based on test results and teacher input is
required. Partnerships between public schools and institutions of higher learning are
needed to develop materials for curriculum, instruction, and assessment of all students.
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In addition, an in-depth analysis of MCAS test content and test results by a collaborative
team from both K-12 schools and higher education in an ongoing process can be
undertaken. This information would then direct the Board of Education in its education
reform efforts. The original committee that was organized for education reform valued
collaboration, but John Silber, former Chairman of the Board of Education, terminated
the committee.
The final draft of the framework (1997) was shrouded in politics and written by
three people appointed by the Chairman of the State Board of Education refuting earlier
drafts of the original framework committee. Therefore, education reform needs to further
involve educators in an ongoing process and not limit their input to framework revision
committees and the evaluation of MCAS questions not developed by them.
4. Developing Other Forms of Assessment as well as Improving the present Form
The portfolio is an alternate form of assessment that would encourage students by
allowing them to exhibit a number of pieces of their work to be evaluated. The use of
portfolios would avoid reliance on just one test. Portfolios could include samples of
research and projects done involving data collection skills, critical analysis, writing, and
project-based activities. Such portfolios would be assessed through the use of clearly
stated rubrics and the encouragement of local scoring by teachers who would be paid for
their time and talents
Also, within the present format of MCAS, more choice should be offered to
students so that those students who, for example, focus on India instead of China would
be encouraged by questions on that specific region. Choice in the present testing would
be welcomed by both teachers and students. The format of the test also needs to be
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reviewed to see which format (multiple choice questions, critical thinking essays, short
answer essays, and/or identifications) offers the best structure for success for most
students or should choice also be offered in the test question format. Another suggestions
would be to limit the test to specific periods or eras of time so that students would focus
on those periods in-depth. Additionally, specific periods of time or eras in history could
be tested, so teachers could focus on those areas.
The Education Reform Act (1993) mandates a state testing system, currently the
Massachusetts Comprehensive Assessment System (MCAS). The Education Reform Act
does not designate any one form of testing. Therefore, a system of multiple assessments
encourages an equitable evaluation of students with different learning styles and
backgrounds, so that all students can and will succeed. A clear statement by the Board of
Education on what areas the test will cover would encourage a more fair evaluation of
each and every child being evaluated.
5. Creating a Climate of Professional Development
The History and Social Science Curriculum Framework has caused a large
number of negative or critical reactions. However, it has brought education to the state
legislature as a topic of concern. The Education Reform Act organized committees to
develop curriculums in major academic areas. It has encouraged conversations between
educators on what works with students, what students need to know, and it has
encouraged schools to provide professional development for teachers to be better
prepared in those areas in which many were not educated.
Professional development, provided primarily from state funding, has been a
maJor way in which curriculum changes have been made. Providing schools the money
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to have ongoing professional development has encouraged the offering of workshops,
seminars, and college courses as well as providing time for teachers to design
curriculums in their own schools. Learning how to use various forms of assessments,
creating rubrics, writing essential questions which focus teachers on what students really
need to know, have all been encouraged, and sometimes mandated by principals in
schools throughout the state. A work climate focused on the creation of lesson plans has
uni tied many history and social studies departments and made a former private endeavor
now a more collaborative effort. However, the state needs to continue providing
professional development funding to ensure that education reform continues at the
highest level of excellence. With the present Governor of Massachusetts, it does not
appear likely that funding will continue at the level that it has been since education
retorm went into effect. However, teacher organizations and community groups have
organized to demand more state funding and recently, the state legislature in their
proposed budget, is offering more educational funds than the Governor's budget.
Teachers commented throughout the interviews on the importance of state
Ending in order to provide workshops for teachers to align curriculums with the state
framework; take courses in content areas; provide curriculum development workshops
and/or curriculum programs and use the funding wherever necessary to better implement
total school reform.
As was said in many of the interviews, as well as in the public comment letters
(see Appendix C), much of the reaction to the framework has not been positive.
However, the climate for professional development to support schools in their efforts to
dllgn with the state frameworks, has been positive. State funding has supported such
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efforts, especially in those districts where schools are overcrowded and lack resources.
Monies need to continue to be provided equitably to all school districts according to a
community's needs to develop and align curriculum to prepare all students to succeed.
Teachers, students, and community groups need to protest any cutbacks in the education
budget by the state, since it was the state that legislated education reform in 1993.
Therefore, they are responsible to fund this Act.

Recommendations for Further Research
This study reported the experiences of teachers across the state of
Massachusetts
with the History and Social Science Curriculum Framework. These experiences were
researched through interviews using an in-depth qualitative phenomenological
methodology. Findings and implications were discussed in the previous section.
However, because this study was limited in scope, there is a need for further research that
would:
•

Document teachers' voices working with the new Framework in History and Social
Science continuing to interview using the same or closely similar questions with the

new document;
•

Investigate other forms of assessment such as portfolio assessment, project-based
activities, and performance assignments as viable options to the current state testing
program (MCAS);
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•

Conduct further studies of experiences of teachers in other states with national
education reform structures, frameworks, and assessment to compare and contrast
both curriculum and testing results;

•

Continue to investigate the integration of multicultural and world history into the
framework and the state testing.
The revision of the framework has recently been completed. Teachers across the

state
will soon begin re-aligning their curriculums with it. This time, teachers' voices and
experiences, after having worked with the framework, must be listened to as part of the
written record to be drawn upon in future education reform efforts.
Other forms of assessment should also be investigated so that testing will
reflect a system of assessments rather than just one test, as is currently the case with the
Massachusetts Comprehensive Assessment System (MCAS). Also, since some of the

state tests are now required for graduation, multiple forms of assessments are more
reflective of the many ways that students learn. Students in Massachusetts, starting with
the graduating class of 2003, must pass the MCAS test as sophomores in order to
graduate. Some schools have chosen to ignore this mandate by the state and honor a
student's school record as measurement for graduation. However, other schools are
granting certificates of completion to students who do not pass the MCAS, rather than
diplomas. This is controversial in the sense that one test can diminish four years of a
students accomplishments. Again, if the testing was composed of multiple assessments
or different forms of assessment, or if teachers and students in all school districts had the
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same resources and socio-economic base, then this would be more equitable however,
this is not the reality.
We can also learn from other states, as well as national testing organizations
that are willing to share materials in both the planning and testing components. Many
states have been involved in education reform for over ten years, and much data are
available providing a more comprehensive study of curriculum, instruction, and
assessment. Nationally, there are organizations such as CSSAP (Comprehensive Social
Studies Assessment Project), that have developed testing modules available to any state
that is a member of their group to use in their individual state testing plans. As stated on
their website:
This is the first comprehensive national social studies assessment effort initiated
by states. The assessments have been developed by teachers to measure student
knowledge and thinking skills in history, geography, civics and economics at the
upper elementary, middle school and high school levels.

Their modules take a topic in history and provide a short reading on it, followed by a
series of related multiple choice and essay questions. They also offer choice within the
module. This is only one example of what is available from further study of other states
and national efforts in testing.
In addition, research investigating how multiculturalism and global education
are integrated into the framework would extend the present study. World history taught
only from a western, Eurocentric approach is limiting, arrogant, and denies our students
the necessary preparation to be citizens of the world. More efforts to train teachers in the
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content that they themselves have not learned should be developed and funded as part of
the professional development provided by the state. Further historical research on the
content of the curriculum in both U.S. and world history needs to be provided and
implemented.

Epilogue
Ella Baker, a civil rights activist said the following:
In order for us as poor and oppressed people to become a part of a society that is
meaningful, the system under which we now exist has to be radically changed.
This means that we are going to have to learn to think in radical terms. I use the
term radical in its original meaning—getting down to and understanding the root
cause.
It means facing a system that does not lend itself to your needs and
devising means by which you change that system. That is easier said than done.
But one of the things that has to be faced is, in the process of wanting to change
that system, how much have we got to do to find out who we are, where we have
come from and where we are going .... Iam saying as you must say, too, that in
order to see where we are going, we not only must remember where we have
been, but we must understand where we have been (Moses, p.3).

I do not lightly compare the education reform movement with the civil rights
struggle. There are common ingredients: the need to know how to change the system; to
Squire knowledge about coalition building; and to not simply remember the past but to
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understand it so that radical change can take place. As a teacher, I began my teaching
career out ot my involvement in the civil rights movement of the sixties. I had always
wanted to be a teacher, but when I finally entered the profession, my commitment to civil
rights was a part of what defined me as a teacher. Now, as I view the reforms occurring
in education, I believe that a radical change needs to take place in each and every
classroom where students are attempting to learn.
From this research, I have concluded that there is neither a clear commitment to a
world history, nor to preparing educators to teach a multicultural U. S. history. However,
I believe that this can change if the state:
•

Empowers teachers to be the writers of a unified state curriculum;

•

Involves teachers in ongoing discussions with the State Board of Education
on all aspects of education reform;

•

Continues to provide state funding for professional development efforts,
inclusive of preparing teachers to teach both a global world history and a
multicultural U.S. history;

•

Provides staff development in diverse teaching strategies and methods;

•

Follows a recommendation of A Nation at Risk which encourages paying
teachers higher salaries;

•

Limits the maximum classroom size to under 20 students, so that all students
can learn in an optimum setting;

•

Provides not only more funding but also commitment of state and local
funds to the improvement of poor school districts and
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•

Commits funding to the creation of ongoing mentorships of new teachers
paired with Master teachers.

There is hope that with a strong commitment on the part of the state, there will be true
educational reform on a more equitable basis. However, it will not happen unless
teachers and their unions, schools, college and university faculty, and local communities
work together to demand such changes. Then, truly, "no child will be left behind."
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MASSACHUSETTS EDUCATION REFORM ACT, 1993
IN POCKET
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APPENDIX B
MASSACHUSETTS COURT DOCUMENTS:
McDUFFY V. SECRETARY OF EDUCATION CASE
IN POCKET
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APPENDIX C
LETTERS FROM ROBERT V. ANTONUCCI,
THE MA COMMISSIONER OF EDUCATION
MEMO FROM DAN FRENCH
NOTICES TO THE FRAMEWORK COMMITTEES
AGENDAS AND MEMBERSHIP OF THE ORIGINAL FRAMEWORK COMMITTEE
LETTERS TO THE MASSACHUSETTS BOARD OF EDUCATION DURING THE
PUBLIC COMMENT PERIOD IN RESPONSE TO THE FRAMEWORK IN HISTORY
AND SOCIAL SCIENCE AND INTERVIEW WITH ELEANOR, A MEMBER OF THE
ORIGINAL FRAMEWORK COMMITTEE
IN POCKET
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APPENDIX D
FINAL DRAFT OF THE FRAMEWORK, 1997
IN POCKET
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APPENDIX E
letter of request to interview teachers through the directors
OF HISTORY DEPARTMENTS IN MASSACHUSETTS
COPY OF THE CONSENT FORM
COPY OF THE THREE INTERVIEW QUESTIONS AND THE SUBQUESTIONS
A COPY OF THE UNIVERSITY OF MASSACHUSETTS
HUMAN SUBJECTS REVIEW FORMS
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higher education coordinating council;
(e)

to articulate the need for public support of education and to

assist

in building that support;
(f)

to

receive

and

review

requests

for state appropriations from the

board of education and higher education coordinating ^ouncil, and forward said
requests along with such recommendations as he deems 'appropriate to the seer«tji

ta.y of administration and finance and the senate andrhouse committees on ways
and means;
.

the

'i

->

(g)

" •
i
to prepare an annual master plan for public education;

(h)

to release

condition of

commonwealth,
and
sixty-nine,
(i)

to the public annually,

public early childhood,

based on the department

the

assessment

and on the

to promulgate

sponsibilities of

SECTION 17.

results

on September

first,

a

report

primary and secondary schools

of education school
required

by

and

section

in the

district

one

I

on

pro-

of chapter

condition of higher education in the commonwealth;
rules and regulations appropriate

to fulfilling the re¬

the executive office.

Said chapter 15A is hereby further amended by inserting after

section 3 the following sectior.;Section 3A.

A statewide educational technology plan, to be known as

Mas¬

sachusetts education-on-line, shall be developed by the Massachusetts corpora¬
tion for educational telecommunication, hereinafter referred to as MCET.

Said

educational technology plan shall incorporate the following goals:
(a)

the

implementation

and

integration of technology into teaching and

learning in public schools, including, but not limited to,

the

establishment

of a statewide telecommunications and technology link among public college and
university

campuses and school districts through the use of computer and com¬

munications technology;

n i'jvu

(b)

the facilitation of the implementation of

development

k
«#*

a

statewide

professional

plan for teacher^/ principals, and superintendents using distance
"S\

•

*

learning in coordination with the commissioner of education; and,
(c)

the increased involvement of parents,

guardians,

mentors

or

other

volunteers with their students' education by utilization of distance learning.
For

the

purposes of this., section, said educational technology plan shall
•

i

be broadly construed to include, but not be limited to, programs, courses, and
capital expenditures Including computer hardware and software, networks, tele¬
vision, satellite transmissions, fiber optics cable, calculators and video and
audio tapes.

Subject to appropriation, MCET may provide grants

to

universi-

o

ties,

colleges,

schools

and school districts for the purposes of purchasing

i

the equipment and other materials necessary for the implementation of said ed¬
ucational technology plan.
the

secretary

The MCET executive director,

in consultation

with

of education, may establish such advisory groups or committees
4i

as he deems necessary for the development and implementation

0
?,

tional technology plan.

of

said

educa-

l

&

by

SECTION 18.

The first paragraph of section 4 of said chapter 15A is here¬

amended

striking

by

out

the first sentence, as amended by section 1 of

chapter 222 of the acts of 1991, and inserting in place thereof the
three

sentences:-

following

The higher education coordinating council, hereinafter re-

ferred to as the council, shall be composed of eleven voting members, consist¬
ing of the secretary of education, ex officio, and ten

members

appointed

by

the governor, reflecting regional geographic representation, one of whom shall
be a student currently enrolled in a state-funded institution of higher educa¬
tion.

The

commissioner of education shall serve as a nonvoting member.

secretary shall serve as a voting member of the board but shall not

serve

The
as

chairperson of the board.
SECTION 19.

The

second

paragraph of said section 4 of said chapter 15A.

“ •mend«d by sect ion 2 of said chapter 222,
striking

out

the

three sentences:-

is

hereby

further

amended

by

last sentence and inserting in place thereof the following
The chairperson of the council, who shall be

appointed

by

the governor, shall notify the governor and the secretary whenever such vacany
•J

*xists.

Six

members,

exclusive of the commissioner, shall constitute a

. and the a..ircstive vote of six members shall be necessary for any actaker. b>

the council.

The council shall have an executive committee

c.r.e. ccr.... t „ ees as the council may from time to time establish.

and

H 10C0
.

SECTION 20.

Section 6

•

of

said chapter 15A.

*

i

as appearing in |(erin ,
rr
» **• •'cc ion 7 of

.r.

chapter 142 of the acts of 1991,
v/

is haraby amandad by striking out
x
^
v

»*.

•

r uit

paragraph and insarting in placa tharaof tha following paragraph:Tha

council

shall, upon its formation, and whanavar a vacancy may occur

by a two-thirds vota of all its voting mambars appoint
systam

a

chancallor

thr

of public highar aducation, harainaftar called tha chancallor, and may

in its discration by a majority vota of all its mambars ramova him.
ba

of

Ha

shall

tha sacratary to tha council and its chiaf executive pfficar and tha chiaf

school officar for highar aducation.

Tha chancallor shall ba rasponsibla

for

carrying out tha policias astablishad by tha council.
SECTION 21.
appearing,

Tha

first paragraph of sattion 15 of said chaptar 15A, as so

is haraby amandad by adding tha following

santanca:-

Said

stata-

mant shall also ba transmittad to tha sacratary of aducation.
*

SECTION 22.
saction 19

Said chaptar ISA is haraby furthar amandad by insarting aftar

y

tha following section:-

V,;
Saction 19A.

Thara shall ba a studant loan repayment program known as tha
1 &

attracting excellence to taaching program,
standing

students

for' tha purpose of encouraging out¬

to teach in tha public schools of tha commonwealth by pro¬

viding financial assistance for tha rapaymant of qualified aducation loans, as
defined below.

The program shall be .administered by tha sacratary

of

aduca-

i

tion in accordance with guidelines promulgated by tha highar aducation coordi¬
nating council.
Tha

The program shall be subject to appropriation.

term “qualified education loan" shall mean any indebtedness including

interest on such indebtedness incurred to pay tuition or other direct expenses
incurred in connection with the pursuit of an undergraduate or graduate degree
by an applicant,

but shall not include loans made by any person related to the

appl icar.t.
The council shall promulgate guidelines governing
lence

to teaching program.

the

attracting

excel¬

These guidelines shall include the following pro¬

visions:
(1)
graduated
tha

eligibility for the program shall ba
in

limited

to

parsons

who

have

the top quarter of their undergraduate classes, as certified by

institution attended by the applicant;
(2)

eligibility shall be limited to persons entering the teaching profes¬

sion after July first, nineteen hundred and ninety-four;

-

c

-

H

1000

(3)
at

•

the commonwealtn shall repa^ a participating teacher’s

student

loan

r«t« not to exceed on# hu/idred and fifty dollars per month for a period

not to #xc«#d forty-eight months;
f

(4)

« -

r«paym*nt shall b« made to the participating

t#ach«r

annually

upon

th# presentation by the participating teacher of satisfactory evidence of pay¬
ments under the loan;
*w

(5)

payments

by

the commonwealth shall cover only loan payments made by
\

the participating teacher in the months during which the participating teacher
teaches in public school in the commonwealth;
the program may or may not be limited to teachers who.teach in school

(S)

districts designated by the board of education;
(7)

the program shall set forth an affirmative action policy and specific

annual affirmative action goals.

The council shall annually publish a

report

detailing

its efforts to publicize the loan repayment program in order to ads
vance the goals of this affirmative action policy and its success
in meeting

I

■r

those goals.

f

/

i

Expenses

for administration of the program may fee retained in an interes*

bearing trust fund to be established by the secretary

and

expended

for

the

i

costs

of

administering

the

program

without further appropriation, and any

funds remaining in the trust fund at the termination of the program

shall

be

returned to the Ceneral Fund.
SECTION 23.

Said chapter 15A is hereby further amended by adding the fol¬

lowing section:Section 39.
enroll

A qualified student enrolled in a public secondary school may

as a student

in Massachusetts public institutions of higher education.

The student shall earn both secondary school and college
enro.i either fu-i

time or

for

individual courses.

sultation with the council and the board of education,

credits.

Students

The secretary in con¬
shall define whicn stu¬

dents may qualify for this program, establish criteria for admission,

and oth¬

erwise administer this program.
SECTION 24.
in

the

Section 27C of chapter 29 of the Ceneral Lavs,

199c Official

Edition,

as

appearing

is hereby amended by adding the following sub¬

let ion:(h)

This section shall apply to regional school districts and educational

oratives o.ganized pursuant to section four E of chapter forty,
«*te... as

.t app.ies tc cities and towns.

C

to

the

A regional school district mav

.

>

H 1000
accept

a law,

rule or regulation by vote of its school committee, and a

h edu-

'■> ■

cational collaborative by vote of its board of directors.
# *
^

SECTION 25.

S

Said chapter 29 is hereby further amended by inserting

after

section 310 the following section:Section 31E.

Notwithstanding

any general or special law to the contrary,

a state employee, during working hours and at such times as
his

are

approved

by

supervisor and in accordance with regulations promulgated hereunder, may,

without loss of salary, provide voluntary services
secondary

or

vocational-technical

school

to

at

a

assist

public
the

elementary,

improvement of a
• •

student's or school's educational program; provided, however, that said volun¬
tary services do not exceed seven hours per week.
ment

There shall be no

require¬

that the employee have a child as a student in the school or school dis¬

trict.

Said services shall not be compensated by a school.

SECTION 26.

Section 3C of chapter 60 of the General Laws, as appearing in

the 1990 Official Edition, is hereby amended by striking out the

first

three

h

paragraphs and inserting in place thereof the following three paragraphs:Any

city or town which accepts the provisions of this section or has pre¬

viously accepted chapter one hundred and ninety-four of the acts
hundred

and

commissioner,
the

eighty-six

is hereby authorized,

bills,

or

or tc mail with such tax bills a separate

whereby the taxpayers of said city or town can

donate

nineteen

subject to the approval of the

to design and designate .a place on its municipal tax

motor vehicle excise tax bills,

form,

of

voluntarily

check

off.

and pledge an amount not less than one dollar or such other designated

amount which shall increase the amount otherwise due, and to establish a
or town scholarship fund,
financial

aid

to

city

the purpose of which shall be to provide educational

deserving

city and town residents in accordance with this

section and to establish a exty or town educational fund,
shall be to provide supplemental educational

funding

the purpose of which

for

local

educational

needs.
Any

amounts

donated to the scholarship fund or educational fund shall be

deposited into a special account
custody of the treasurer.
tion

of the officer,

in the general

The treasurer shall

board,

commission,

of

trust

fund

the

city or

investments,

town and subject
except

in

the

invest said funds at the direc

committee or other agency of the city

or town who or which is otherwise authorized
funds

treasury and shall be

and

required

to

invest

trust

to the same limitations applicable to

as otherwise specified herein.

Interest earne
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upor. such fund! shell rein therewith snd shell be used

for

the

p„rp0„

0f

•Aid fund without further appropriation.
In

any

city

or

tour, establishing . sehoi.r.hip fund.

seholsr.hip committee end eduestionsl
int.nd.nt

of

fund committee to consist of

the city or town school, or designee

of

three yeers.

shell .elect

to

echol.r-

t0 .„y or.

to the following erit.ri.t

The recipient, of finenci.l .,d must be resident, of the city or town
st the time the finenci.l .,d i, first .w.rd.d end hev. been .cc.pt.d to
sue

eduction

pur¬

beyond the s.cond.ry school level at .„ institution deemed .c-

$

credited by the committee.

T

(b)

The committee shell take into C0n.lder.ti05

recipient, fin.nci.l

need, cher.ct.r, schol.stic record .nd involvement in community work

.,

well

extracurricular achool activities.
SECTION 17.

Chapter 6S

of the O.n.r.l lew, i. hereby ..ended by striking

0Ut ‘*Ctl°n 1# ** *° -PP*4rin?' *nd inserting in place thereof
•ection:-

It
W;*1,h

1,

hereby

the

following

declared to be . paramount goal of the common-

Pr0Vid' * PUbUC *d“'*ti0" -'•» - sufficient gu.lity to ..tend to

SU children the opportunity to re.ch their full pot.nti.l end ,0
“

Participants

ecntrlbutor, ,0 it, economy.
that

le.d

live.

the politic.l .nd soci.l lif. of the commonwealth and a,

in

I,

1,

therefor, the intent of this title to

eacr, pub.ic school classroom provides the cond't®
^
conditions for a’’

PUPU, to eng.,, fully in learning a, „ inherently ...„i„,fui

«

———y or
t

commitment

of

•Ration ,0 every child.
— "5
*

specific

resource, sufficient to provide a high gu.lity public
(3)

.

deliberate

process

for

establishing

educational performance goal, for every child, and (<)

active mechanism for monitoring pro,r.„
ucators accountable *or
r
‘or tne.r achievement.

a a

e

* guided by eny crit.ri. e.tebli.h.d

the schol.r.hip committee or eductlon.l ,„„d commit,.. ,„bj.ct

dinen*. or by-l.w ,„d further subject

then

fund committee

the recipients of end .mount, of fin.nci.l .id fro. the

tani *nd

•up,r-

selectmen

In. schol.r.hip committee or educational

*hlP fBBd •"d •dUe*t,OMl
by

the

thereof, end no fewer

.four residents of the city or town sppointed by the boerd of
ter.

there sn.ll b. .

^ ^

,or ^

h 100:

SECTION 28.

Slid chapter 69 is hereby further

amended

by

striking

0ut

section Ik'. as so appearing, and inserting in place thereof the following I#c.
tion:-

r

Section Ik.

There

shall be a department of education, hereinafter called

the department, which shall be under the supervision and management of a
missioner of education, hereinafter called the commissioner.

com¬

Said commission¬

er shall be appointed pursuant to section one of chapter fifteen and shall de¬
vote full time to the duties of the office.
The commissioner, with the approval of the board of education, hereinafter
called

the

board,

shall establish such bureaus and other offices and employ

such staff and consultants as may be necessary for the

proper

and

efficient

administration of the department.
The

commissioner

shall

propose a budget to the board; said budget shall

reflect the goals and objectives of the board.
the

commissioner

shall

Upon*.',approval

by

the

board,

$

submit the department's budgetary proposals simulta** ,

neously to the house and senate committees on ways and means, the
•

joint

com-

!’Jy

aittee

1 /.
education, arts and humanities, and to the secretary of education,

on

who shall review and transmit said budget to the secretary .of

administration

and finance.
The commissioner shall analyze the present and future goals, needs and re¬
quirements

of

public

technical education
sive

early childhood,

elementary,

secondary and vocational-

in the commonwealth and recommend to the board

comprehen¬

means to achieve a well-coordinated system of high achievement in public

education in the commonwealth.
The commissioner shall prepare a five year master plan
childhood,

elementary,

commonwealth.
ment

secondary.

public

early

and vocational-technical education in the

The master plan shall include,

projections,

for

but not be limited

to,

enroll¬

utilization of existing facilities, promotion of research,

programmatic excellence, community service activities and community school ac¬
tivities,
ties.

recommendations for the construction or acquisition of

program

distribution

and the need for program revision,

termination of absolute or unnecessarily duplicative
plan

along

with

programs.

new

faci

including the
Said

master

an annual progress report shall reflect the goals and stan

dards established by the board.
The commissioner shall receive reports, undertake research, and .aci
coordination ar.onc and between scr.ocl districts.

h ioc;
Th« commissioner snsll assist

school

districts

in

the

development

of

school based management systems.. Such assistance shall focus on the implemen*

tation

^rv'’

of participatory management systems involving all school based profes¬

sional s, parents, and on the secondary level, students.
The commissioner shall encourage and facilitate the adoption

of

regional

districts to improve the delivery of a.quality public education in an economi¬
cal manner.
ing,

or

The commissioner shall encourage and facilitate the use of exist¬
the

formation

of

new,

educational

collaboratives

to

foster

interdistrict cost effective purchasing, management collaboration, sharing

of

r
resources and other multipurpose educational activities.
Ih,

commissioner .hall facilitate psttn.rship, of public ssrly childhood,

slsosntsry, sscondsry snd voestion.l-tsehnlesl schools with
tlon,

business,

eultursl

snd

civic,

eon.erve-

lsbor orgeniietions, snd with Institutions of

higher educstion particularly through the dev.lop.ent of r.gionsl t.sch.r cen¬
ter. snd the ..pension of the ».y Stst. center, for global educstion,

to

hance educational programs.
*
t

The

commissioner

shsll

,
t

the eff.ctiv.n.s'i snd monitor the improve¬

ment of the public school, in .sen district, including ch.rt.r schools.
The commissioner shell esses, current progr.m,
snd

shsll

of

sltern.tiv.

eduction

develop . statewide met ion plsn to e.psnd snd improve the delivery

of alternative education programs.
The commissioner shsll recommend,
competency

d.t.r.instion

to the board, chsnge, n.cess.ry

to

the

sppropri.t. to reflect evolving notion, of voce-

tional education.
The commissioner shsll sppoint
* ‘Ch°01 “
end
»ent.

independent f.ct-findin,
district

t.s.s

to

und.r-p.rfor.snc. under sections

one K. end shsll assess the prospects for school district

improv,-

The commissioner shsll sl.o supervise the receiver of a school district
chronically under-performing
snd

under

..id

sections

on. d

shs.l provide technical assistance to a school or school district

nder performing or chronically under-performing pursuant to said

sec-

tions one J and one K.

The commissioner shall initiate the process for selecting a list of i.p.rtUl *rbitI*t0ri «
Ch*P:,:

"V,rtl'-0n*

*"
*ni’

thirty-eight,

forty-one and forty-two

receipt of a reguesf.for review pursuant

; j

-

i

H iCOO

thereto, the commissioner shall provide the names of three arbitrators as
vided

.>•' * •

therein.

✓

29.

SECTION

‘

.r.-

PC0

Said chapter 69 is hereby further amended by inserting

after

section 1A the following eleven sections:*
Section IB.

The

board shall establish policies relative to the education

of students in public early childhood, elementary, secondary
e

and

vocational-

“

technical

schools.

The

board shall be the state agency responsible for the

administration of vocational education and the supervision of the
tion thereof by local educational agencies.

administra¬

j

for the purposes of this section the term "local educational agency" shall
mean any agency which has administrative control and direction of a vocational
education program funded in whole or in part by federal funds.
The

board

shall establish standards for certifying all teachers, princi¬

pals. and administrators in public early childhood, elementary, secondary
vocational-technical

schools,

as

provided

if

in

and
>

thirty-eight C of chapter seventy-one.

subject

to

and

section

,

J
(v

The board shall promote the

implementation .of

participatory

management

systems involving school based personnel and school councils.
The

board

sultants,

shall

support

provide

technical assistance,

services and other

services

curriculum,

materials,

con¬

to schools and school districts,

i

to encourage
The

school

student

grams,

officials

achievement

which

shall

districts.

whom

shall

permit

be

qualifications of

in a

forts of

propriate,
of

of

schools

meaningful comparisons among

their

successful

special pro¬

and

other

students,

and

in¬

and elected

school

districts.

successful

individual schools and school

identify those schools and
in

improving

the performance of

the purpose of

involved and of encouraging

successful
strategies,

strategies.
the

school

districts

the students

to analyze and publish the strategies

schools and districts for

the educators

school spending,

parents,

secondary

form readily comprehensible by the general public

The board also shall

such

said

and

information concern¬

teaching staff,

to teachers,

they serve and shall undertake
by

providing

of performance goals,

the performance of

are particularly

ployed

view

talented ’students.

in the commonwealth,

may be pertinent

regarding

These profiles

that

district

curriculum offerings,

formation

and

for gifted and

board shall publish profiles of each public elementary

school and
ing

programs

board

the

recognizing

replication,

the ef¬

where

In producing said profiles and
shall

have

access

to all

em¬

*P”
re-

information

H 10C0

gathered by the secretary of education and the joint committee on education cl
the general court, which msy bsf/f'elevant to the production
and

review.

The

board , shall

of

said

profiles

release its report annually on or before the

thirtieth day of June, and shall Bake said report available to the public.
The board say withhold state and
which

fail

federal

funds

fro*

school

comaittees

to comply with the. provisions of law relative to the operation of

the public schools or any regulation of said board authorized in this section.
The board shall see to it that all school coaaittees coaply with all

laws

relating to the operation of the public schools and in the event of aoncoepll.ance

the comaissioner of education shall refer all such cases to the attorney

general for appropriate action to obtain eoapliance.
Ih. bo.nl .h»U ..t.blith

th.

standard.

tor

th.

recognition

of

hl«h

achievenent by students and school districts.
The board shall establish the process and standards for declaring a school
or

school district to be "under-performing- or "chronically under-perforaing-

in accordance with the provisions of this chapter./
The board shall review and approve federal grant applications
>

••rly

childhood,

“y

el.aent.ry,

guideline*

«n« *ith law.

for

public

o

..cond.ry and vocational-technical .chool. ,nd

„.,d.d for th. di.bur.ea.nt of .uch fund,

in .ccord-

ih. board .hall b. th. approving authority for all federal ed¬

ucational grant. and program. to b. und.rtih.n by public early childhood, ele■.ntarv, .econd.ry and voc.tion.l-t.chnic.l .chool. in th. ccon-ealth.

The

board .hall b. th. ,t.t. .duration .„ncy for purpo.e. of f.d.r.l law.
Th, board .hall ..t.bli.h guideline. for e.t.bli.hin, .y.t.m. of p.r.onn.l
.valuation,

including t.ach.r performance .t.nd.rd..

in th. commonwealth. .hall b. ,ncour.g«d
-brch

to

d.v.lop

Public .chool di.trict.
program.

and

.t.nd.rd.

previd. for a nor, ngorou, and comPr.h.n.iv, .valuation proc...

Said

9»id.li„,. .h.n b, r.vi.w.d at l.a.t ,v.ry oth.r .chool y.ar.
oard .hall ...a, acc.pt,
‘“*rdl

*ni

,r'“t‘

£01

e.tabli.h

and

admini.t.r

grant.,

gift.,

childhood, eleaentary, ..cond.ry and

vocational-technical .duration froa foundation.,

corporation.,

ag.nci.., and d.v.lop guideline. .. needed

for

th.

individual, and
di.bur....„t

of

accordance vith applicable lav and pur.uant to th. tern, of th.
9r*nt,

gift, sward or trust.
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The board shall establish the criteria to define areas wi*h a bins •
.
’*■>.'
* nign number
of low-income children for purposes of the school breakfast program »k.
r
*
* ‘it early
childhood program and any other program focused on low-income children
The

board

childhood,

shall

establish

elementary,

minimum

secondary and

standards

for

vocational-technical

all

public

school

early

buildm *

~ ~v-

subject

to the provisions of the

lish standards

'

state building code.

to ensure that every student

*

The board shall estab¬

shall attend classes

in a safe en¬

vironment .
The board shall,

in coordination with local school districts,

management and efficiency of public early childhood,

elementary,

improve

the

secondary and

vocational-technical schools and school districts.
The
tricts.

board

shall

encourage

the

vocational-technical school

collaboration between local school dis¬

districts,

and regional employment

boards

f
*•’

to prepare

students for

the employment needs of

the region.

$
The

board

shall

establish a policy to ensure

school districts distribute financial

that,

so far as practical,

h
resources equitably among all schools

the district.

in

*

The board shall establish maximum pupil-teacher ratios for classes in pub¬
lic elementary and secondary schools.
The board shall establish the permissible and mandatory

ages

for

school

i

attendance

and shall consider the advisability of raising the minimum age for

attendance in the first grade to the national average age for such attendance.
The board shall carry out

its responsibilities with a view toward increas¬

ing the accountability and effectiveness of public early childhood,
ry,

secondary

and

elementa¬

vocational-technical schools and school districts for the

performance of the students they serve.
The board shall establish such other policies as
fulfill

the

seventy-one A.

purposes

fulfill said purposes.

courage

this

chapter

and

seventy-one B, and seventy-four.

sions of chapter thirty A,
to

of

innovation,

it

chapters

deems

necessary

fifteen,

to

seventy,

In accordance with the provi¬

the board may promulgate regulations

as

necessary

Said regulations shall be .promulgated so as to en¬

flexibility and accountability ir. schools and school

dis¬

tricts.
The board shall establish an executive committee and such other committees
as it nay from time to time deem necessary.

H 100C

S,c-.ion 1C.

The

bo.rd

minimum nutritijon.l standard, to,

.11 school food services it,'ill public early childhood, ele.ent.ry. s.cond.ry,
.nd voe.tlon.l-t.ehnic.l schools.

The herd .h.U require .11 public

to ..he lunches .v.il.bl. to children.
pro.ulq.ted

school,

Standard. .nd regulation, of the bo.rd

pursuent to this paragraph .hell be .dopt.d In the followin, man-

ner. .A copy of such regulations .nd .tand.rds .hell be

filed

by

the

bo.rd

with the clerk of the house of repre.ent.tlve. .„a 0f the senate -ho .hall re¬
fer

such

regulations and standards to the Joint committee on eduction, .rts

.nd humanities of the g.n.r.l court for review.
filing. ..id commit,., .hall hold . public

Within thirty d.y. afr.r ,„ch

hearing

on

the

regulation,

and

standards, .hall issue a report, and file a copy thereof with ,h. herd of edaction.

The

herd

shall adopt final regulation, and .tand.rds ..kin, .„eh

■revision, in the int.ri. regulation, and standard, a.
vie-

of

such

report

than

deem, appropriate

in

and ah.ll forthwith file . *,py of th. regulation, and

3r
standard, with chairperson, of said committee of t*i

earlier

1,

g.n.r.l

thirty d.y. aft.r the date of auch riling,

court

and

not

the bo.rd .hall fu.

e final regulation, and standard, with th. state secretary and the said reg¬
ulations shall thereupon take effect.
The board shall further require all public school, which
tendance
tcard.

from

area,

their

at¬

with a high number pf needy children, a. defined by th.

to make .cnooi breakfast programs available to children, and to operate

‘“Ch Pr0,t*"‘ " *C”rd*""
00.

tb

draw

*»•

break..,! programs.

and

-regulation,

pertaining

Such breakfast programs shall be made available

children who do not qualify for free or reduced price breakfast under fed-

*I4:

inC°’e *:i9ibUit!'
tfte

«c each such child which i.

cos: to th* school of making «UCh breakfast available
' — City or town

•graph

,0

required

nor

to such
by

,hi,

make school breakfast program, available to children who qualify

°r free or reduced price meal, pursuant

,0

federal income eligibility

guide-

at a uniform rat. determined pursuant to th. followin, paragraph, which
ft. Shan provide for th, payment by th. commonwealth of the reasonable costs
of making breakfast available to such children,
by
source with respect

the

city

reduced by th, amount of rev,-

or town from federal reimbursement, or any other

to th, provision of

such breakfast,

ma>t< sa:d reimbursements ir acrn-H*
CC°-dnce Wlth

oceiKzasts.

Th. „

The department shall

schedule as federal reim-

'

H 1000
. •>.-

bursemer.ts are made to the city or .town with respect to
grams.

Breakfast

such

pro¬

»

Tne

secretary for administration and finance shall convene a working com

■ittee made up of his own designee, a designee

of

the

Massachusetts

school

committee association and a designee of the Massachusetts school business man¬
agers

association, a designee of the commissioner of Education and a designee

of the local government advisory committee to
purposes

of

establish

guidelines

for

the

reimbursing cities and towns for the reasonable costs associated

with the implementation of school breakfast programs pursuant to the preceding
paragraph.
clerk

of

Such guidelines shall be filed by the working committee
the

with

the

house of representatives and senate only upon approval of said

committee.

Reimbursements of costs made pursuant

to

such

guidelines

shall

constitute

complete satisfaction of the obligation of the commonwealth to ass

sume such costs pursuant to any general or special law;
Section ID.

The board shall establish

a

set

&

of
V;

statewide

educational

i

goals for all public elementary and secondary schoolsfrin the commonwealth.
The

board shall direct

the commissioner to institute a process to develop
4

academic standards for the core subjects of mathematics, science and technolo¬
gy,

history and social science, English, foreign languages and the arts.

The

standards shall cover grades kindergarten through twelve and shall clearly set
forth

the

skills, competencies and knowledge expected to be possessed by all

students at the conclusion of individual grades or clusters
standards

shall

grades.

The

be formulated so as to set high expectations of student per¬

formance and to provide clear and specific examples that
these

of

high expectations,

embody

and

reflect

and shall be constructed with due regard to the work

and recommendations of national organizations,

to the best of similar

in

competencies and knowledge pos¬

other

states, and to the level of skills,

sessed by typical students in the most educationally
skills,

competencies

and

knowledge

advanced

efforts

nations.

The

set forth in the standards shall be ex¬

pressed in terms which lend themselves to objective

measurement,

define

the

performance outcomes expected of both students directly entering the workforce
and

of

students

pursuing

higher education, and facilitate comparisons with

students cf other states and other nations.
The standards shall provide for instruction in at least the major
ples

of

the Declaration of

the Federalist Papers.

Independence,

princi¬

tne United States Constitution, and

They snail be designed to inculcate

respect

for

the

H 1 OGC

cultural,

ethnic and raci'al ^diverrity of the commonwealth and for the contra-

but Ion* made by diverse cultural, ethnic and racial groups to the lif, of

the

ys

*

commonwealth.

The

standards may provide for instruction in the fundamentals

of the history of the commonwealth as well as the history
and

the

labor

movement in the United States.

prevention,

and

drug,

alcohol

education,

and

•kills.

consumer jakills,

and

basic

people

AIDS

education,

and tobacco abuse prevention.

board may also include the teaching of family lif* skills,
ment

working

The standards may provide for

instruction in the issues of nutrition, physical
violence

of

financial

The

manage¬

career exploration and employability

The board may also include in the standards a

fundamental

knowledge

of technology education and computer science and keyboarding skills; the major
principles

of

environmental

science

and

awareness of global education and geography.

environmental

The board may set standards

student community service-learning activities and programs.
so

institute

protection; and an
for

The board may al¬

a process for drawing up additiona£standards in other areas of

.

r-

•ducation.

>f;

i

,'Tr
Acadamic standard, .hall 6. dasignad to avoid parpatuating gandar. cultur¬
al. athnlc or racial ataraotyp...

Tha acadamic standard. ..hall r.fl.ct a.n.i-

tivity to diff.r.nt learning «tyla, and iap.di.ant. to
•hall

davalop

proc.dura,

•hall an.ura that
•ard

.t.nd.rd.

for updating.

.1.0

Th.

board

l.provin, or r.finin, .t.nd.rd.,

tha high quality of th, .t.nd.rd. i. aaint.inad.

but

A copy

of

.hall b. .ubnittad to tha joint committee on adue.tion, art.,

and huaanitia. at l.a.t .iaty day. prior
•hall

learning.

to

t.hin,

aff.ct.

Th.

.t.nd.rd.

includ. crit.ri. for thra, datarmin.tion, or c.rtific.ta. a. f0l-

lows:

(i)

Th, -comp.taney dat.rmin.tion- .hall b. ba.ad on th.

dsrds and curriculum frameworks for tenth g-ade-s
and

technology,

hi.tory

acadamic

star.-

an the area

and .ocial .cianca. and English, and .hall

r.pra.ant a d.t.raination that a particular .tud.nt ha.

d.mon.tr.t.d

ma„.rv

of a common cor, of .tin., co.pat.ncia. and hnowl.dg, i„ th... ...... .. ...1
by tha aiiait.tr,: in.trumant. da.cribad in .action on, I.
Of th, requirements of th, oompatancy dat.rmin.tion .hall b. a
9b

.choo.

graduation.

Sati.faction
condition

for

if tha particular studanfs .......ant ra.ultt for

th, t.nth grad, do no. d.mon.tr.ta th. r.quir.d lava- of compatancy.

th,

,tu-

dent

shall have the ric-* tc
5 “ tc par.xcipate an the assessment" program the foilCw-

1 n?

year cr years.

Stude—*5 w-“

,
tc sat;s-v the requirements cf the ter-

H 1000
.*

/

p«t*ncy determination may be eligible to
plan

designed

within

the r confines

receive

of

an

educational

the foundation budget to imn

1B,part the

skills, competencies and knowledge required to attain the
mastery.

as» tt4n

required

level

0f

The parent, guardian or person acting as parent of the student shall

have’ the opportunity to review'the remedial plan with the student's teach.-,
Nothing in this section shall be construed to provide a parent, guardian, per¬
son acting as a parent or student with an entitlement to contest the
plan

or

with

a

proposed

cause, of action for educational malpractice if the student

fsils to obtain a competency determination.
(ii)

The “certificate of mastery” shall be based upon a determination that

the recipient has demonstrated mastery of

a

comprehensive

body

of

skills,

competencies and knowledge comparable to that possessed by accomplished gradu¬
ates of high school or equivalent programs in the mos$ advanced education sys¬
tems

in the world.

The criteria for a certificate of mastery may incorporate
it

a number of factors which may include, but not be limited to, any of the
lowing:

high

school

graduation

standards, superior performance on advanced

placement tests administered by the educational testing
excellence

in

fol-

service,

and

demon-

areas not reflected by the state's assessment instru¬

ments, such as artistic or literary achievement.

Eligibility

for

potential

receipt of a certificate of mastery shall expend to all secondary students re¬
siding in the commonwealth.
(i:i)

The

“certificate

of

occupational

proficiency"

shall be awarded to

students who successfully complete a comprehensive education and training pro¬
gram

in a

particular

termination

that

trade or professional

the

recipient

skill

area and shall

reflect a

has demonstrated mastery of a core of

de¬

skills,

competencies and knowledge comparable to that possessed by students of equiva¬
lent

age

entering

the

particular

trade

educationally advanced

education systems

said

occupational

certificate

of

or

profession

in the world.

from

the

most

No student may receive

proficiency without also having acquired a

competency determination.
Nothing
of

in this chapter

shall prohibit a

from beginning a

program

vocational education before achieving a determination of competency.

vocational education may begin at grade nine,
law

student

shall prohibit

tional

learning.

ten or eleven.

No provision

Such
of

concurrent pursuit of a competency determination and voca¬

There

shall

be no cause of

i

V.

action

for a

parent,

guardian

or

K 1000

student

who

fails

to

obtain

a

..competency determination, a certificate of

mastery or a certificate of occupational proficiency.

&

Subject to appropriation, the board shall establish a grant program
shall

award

grants

which

to school districts for the costs associated with estab¬

lishing advanced placement courses.

The board

shall

promulgate

regulations

defining the standards of eligibility and other implementation guidelines.
Subject

to appropriation, the board shall establish an advanced placement

test fee grant program which shall award grants to school
reimbursement

districts

for

the

of application fees for students based on financial need in or-

der to assist students with paying the fee for advanced placement tests.
board

shall

The

promulgate regulations defining the standards of eligibility and

other implementation guidelines for this program.
Section IE.

The board shall direct the commissioner to institute

a

pro¬

cess for drawing up curriculum frameworks for the core subjects covered by the
academic standards provided in section one D.
present

The curriculum frameworks shall
T !

broad pedagogical approaches and strategies for assisting students in

the development of the skills, competencies and knowledge called for by
standards.

The

process

for drawing up and revising the frameworks shall be

open and consultative, and may include but need not be
teachers,

parents.

faculty

limited

to

classroom

of schools of education, and leading college and

university figures in both subject matter disciplines and pedagogy.
ing

up

curriculum

these

frameworks.

those

involved

shall

look

to

In

draw¬

curriculum

frameworks, model curricula, content standards,

attainment targets,

courses of

study and instruction materials in existence or

in the process of being devel¬

oped m the United States and throughout the world, and shall actively explore
collaborative

development efforts with other projects,

ited to the national New Standards Project.
Provide

sufficient

detail

to

9

tion o.

teachers.

student assessment instruments.

parties

frameworks

shall

evaluation

of

both

active

and

They shall provide sufficient detail to guide the promul-

•nd assist teachers, administrators,
interested

The curriculum

guide and inform processes for the education,

professional development, certification and
•spiring

including but not lim¬

They shall be constructed to

publishers,

guide

software developers and other

in the development and selection of curricula,

textbooks,

technology and other instructional materials, and in the design of pedagogical
aches and techniques for early childhood programs and’elementary,
ly and vocational-technical

schools.

second¬

The board may review and recommend

lfi.

•

H 1000
ttructional

materials

which

it

judges to be compatible with tne

curricul

frameworks.

un

U

•'

,*v
* ’

Frameworks shall be designed to avoid perpetuating gender* cultural,
nic

or

racial stereotypes.

eth¬

The frameworks shall reflect sensitivity to dif¬

ferent learning styles and impediments to learning.

The board

shall

develop

v
procedures

for updating, improving or refining said{Curriculum frameworks,

copy of said frameworks shall be submitted to the joint

committee

on

a

educa¬

tion, arts and humanities at least slaty days prior to taking effect.
Section IT.

The board shall set standards for vocational-technical educa-

tion and programs for school-to-work transition.
ular

The board shall give'partic¬

emphasis for setting standards for the integration of academic and voca¬

tional education and to the progress in educating students for all aspects

of

a chosen industry.
The

board

shall

assess progress in the areas of integration of academic

and vocational education, and education for all aspects of an industry by
sessing curriculum plans,

as-

V.i

staffing patterns, and othef factors the board deems
■v

7:

'

pertinent to said assessment.
The

board shall,

>

subject to appropriation, establish demonstration grants

to develop alternative education program models.

Said grants shall be awarded

to public or public/private entities in an effort to design programs for
dents

who

may

stu¬

be identified as having difficulty achieving a certificate of

initial mastery, and which assist students in achieving

said

certificate

or

moving directly into the work force.
The

board

shall,

subject to appropriation,

establish a grant program to

create 30b compacts for communities to coordinate summer and after school
ployment

opportunities

for

students.

em¬

Eligible districts shall demonstrate

private sector participation in the compact which helps to provide work oppor¬
tunities for students.
The board shall, with the assistance of the higher education

coordinating

council and subject to appropriation, establish grants for technology prepara¬
tion programs.
‘in

the

poses of

Said grants shall be available to all.public secondary schools

commonwealth and public institutions cf higher education for the pur¬
improving collaboration between secondary and post-secondary technol¬

ogy programs.
The ooard shall,
counc i 1

and

subvert

with the assistance of the higher education
to appropriation,

coordinating

establish four demonstration grants .0

'*V

consortia of vocational

schools,

comprehensive secondary schools,

ty colleges to promote

further

collaboration

twelve and higher education
Section 1C.

iSiti tut

between

and commu.ni-

grades

nine

through

ions.

The board shall establish the minimum length for a school day

and the ainiaum number of days ir. the school year.

Section 1H.

Notwithstanding

any

general or special law to the contrary,

*****

the departaent, in coordination with other state
coaprehensive

agencies,

shall

develop

systea, subject to appropriation, for the delivery of adult ba¬

sic education and literacy services that will ensure opportunities leading
universal basic adult literacy and better eaployacnt opportunities.
taa
*

a

to

Said sys-

shall be designed to strengthen, enhance, and where needed, to create in¬

tensive coaaunity based literacy programs for ATDC recipients and other

unem¬

ployed and marginally employed adults who need a foundation of basic skills to
qualify

for

further

education, job training and employment.

These trainees

shall include parents of young children who need strong basic skills
their

to

move

£

families

out of poverty and raise the educational aspirations of their

children.
*

•

£

*.

Said system shall also include instruction for immigrants,

migrants,

and

refugees who need English language and literacy skills to function effectively
at

home

and in the workplace.

emphasize instruction at

Instruction to the aforesaid populations will

the lowest grade levels.

Said system shall further include instruction for young persons, aged six¬
teen through twenty-four, who have dropped out of
skills to qualify for employment.

department shall distribute grants,

of

to. public

adults'

community-based

subject

schools,

the

organizations,

to appropriation,

including support

daily lives in their communities,

housing.

sufficient

training and supported'work.

vide comprehensive literacy services,
text

without

Instruction shall be designed with emphasis

on linking education with vocational
The

school

work

community

place.

services,

including,

in the

con¬

but not limited

correctional

colleges,

to pro¬

institutions,

libraries, and in social

end cultural organizations.
The department
£ull continuum of

shall

endeavor

services

that

to

take

English language proficiency
advanced education and
*dul:

literacy

and

training;

English

as

(2)
a

develop the following objectives:
an adult

from the lowest

(lj

*

level of litera-

through high school completion leading to
a

network

of

self^trained,

second language professional

full-time

instructors.

K 1000

qua 1 i f ied to provide high quality •{{active services;
tion

and

Evaluation

capacity^that

(3) a strong

documenta-

will enable the state to determine what

A

methods o{ instruction ar.d what means o{ service delivery are
in

educating

most

effective

adults; and (4) coordinated accountability mechanisms that sim-

piify^crriai4ng reporting and refunding processes.
^Section

lxVj

The board shall adopt a system for evaluating

basisN':^¥rr:*performance
schools.

on

an

annual

of both public school districts and individual public

Mith respect to individual schools, the system shall include instru¬

ments designed to assess the extent to which schools and districts succeed

in

improving or fall to improve student performance, as defined by student acqui¬
sition

of

the

skills, competencies and knowledge called for by the academic

standards and embodied in the curriculum frameworks established by
pursuant

the

board

to sections one D and one E in the areas of mathematics, science and

technology, history and social science, English,

foreign

languages

and

the

&

arts, as well as by other gauges of student learning fudged by the board to be
relevant

and

meaningful

to students, parents, teachers, administrators, and
'

taxpayers.

>

i*

<

The system shall be designed both to measure outcomes and.results
ing

student

instruction.

performance,

regard¬

and to improve the effectiveness of curriculum and

In its design and application,

the system shall strike a balance

t

among considerations of accuracy,

fairness, expense and

administration.

Tne

system shall employ a variety of assessment instruments on either a comprehen¬
sive

or statistically valid sampling basis.

Such instruments shall be crite¬

rion referenced, assessing whether students are meeting the academic standards
described in this chapter.
of

As much as

students whose performance

ods.

such instruments shall

and

portfolios,

performance.

and

is practicable, especially in the

case

is difficult to assess using conventional meth¬

include consideration of

work

samples,

projects

shall facilitate authentic and direct gauges of student

Such instruments shall provide the means to compare student per¬

formance among the various school systems and communities in the commonwealth,
and between students

in other states and in other

nations,

especially

those

nations which compete with the commonwealth for employment and economic oppor¬
tunities.

The board shall take all appropriate action to bring about and con¬

tinue tne commonwealth’s participation in the assessment activities of the
tional

Assessment of Educational Progress and in the development of stands.ds

and assessments by the

New

Standards Prccram.

H 10CC
In addition, comprehensive diagnostic assessment
shall

be'conducted at

of

individual

students

least ..in' the fourth, eighth and tenth grades.

Said di-

A
agnostic assessments shall identify academic achievement levels
dents

in

order

to inform teachers,

The

assessment

styles

stu¬

The

board

shall

develop

improving or refining the assessment system.

instruments

ethnic or racial stereotypes and
learning

all

parents* administrators and the students

themselves, as to individual academic performance.
procedures for updating,

of

shall be designed to avoid gender, cultural*
shall

recognize

and impediments to learning.

sensitivity

to

different

The system shall take into ac¬

count on a nondiscriminatory basis the cultural and language diversity of stu¬
dents in the commonwealth and the particular circumstances
special

needs.

students

with

Said system shall comply with federal requirements for accom¬

modating children with special needs.
dents

of

All potential English

proficient

stu¬

from language groups in which programs of transitional bilingual educa-

y

N

tion are offered under chapter seventy-one A shall^also be allowed

opportuni-

p*
ties

for

assessment

of

their performance in the language which best allows

■!r
them to demonstrate educational achievement and mastery.
this

section,

that

of

a "potential English proficient student" shall be defined as a

student who is not able to perforr. ordinary class work
however,

For the purposes

no

student

in

English;

provided,

shall be allowed to be tested in a language other
I

than English for longer than three consecutive years.
The commissioner

is authorized and directed to gather

ing the information specified herein and such other
shall

require,

for

school districts,
programs.

All

the

purposes

of

information as

includ¬

the

board

evaluating individual public schools,

and the efficacy and equity of state
information

information,

filed pursuant

and

federal

mandated

to this section shall be filed in

the manner and form prescrioed by the department.
Each school district shall maintain individual
and

employee.

Each

identification number,

student

date

every

student

program and

course

in¬

information as the department shall determine neces-

Said records shall conform to parameters established by the department.

Each school district
*

on

record shall contain a unique and confidential

basic demographic information,

formation. and such other
sary.

records

and

in a

shall file a report with the department every year by

format determined by the board.

but not be limited tc.

thefcliowino*

Said report shall

include,

h iooe
(«)

an outline of the curriculum/and graduation requirements

,
trict;

.

■e

*

of

'Hjv'
• «<t,r

dig.

-r-

* '

(b)

H
pupil/teacher ratio* and class siza policy and practice;

(c)

teacher and administrator evaluation procedures;

(d)

statistics,

policies,

and

procedures

relative

to

truancy

and

dropouts;
(e)
school

statistics, policies, and procedures relative to expulsions

and

in¬

and out-of-school suspensions;

(f)

percent of school-age children attending public schools;

(gj

racial composition of teaching and administrative staff;

(h)

enrollment and average daily attendance;

(ij

the annual budgets and expenditures for both the district and the in¬

dividual schools in the district.
school

district

shall file a description of'! the following instruc-

tional procedures and programs with the department every year:
(a)

h

art and music programs;

i

?

(b)

technology education;

(c)

■*~
programs for gifted and talented students;

(d)

adult education programs;

(e)

library and media facilities;

(f)

condition of instructional materials including textbooks,

audio-visual materials,

•>

<»

workbooks,

and laboratory materials;

(g)

types and condition of computers and computer software;

(h)

basic skills remediation programs;

(i)

drug,

(i)

technology education;

(j)

multi-cultural education training for students and teachers; and

(k)

global education.

Each

tobacco and alcohol abuse programs;

school

district

shall furnish to the department

in a timely manner

such additional information as the department shall request.
Each school

district

required

to

provide

a

program

in

transitional

bilingual education pursuant to chapter seventy-one A shall file the following
information with the department every year:
(a)

the

type

or types of transitional bilingual education programs pro-

videc;

- 26 -

n

u 'J J

i

(b) with regard to children of limited English speaking ability
i

(i)

number enrolled in each type, of transitional’ bilingual education program;

the
(Ji)

*yK
M'

the

number

enrolled

in English as a second language courses who are not en¬

rolled in a program in transitional bilingual education;
basic

skills,

curriculum

assessment,

achievement

(iii) the results

of

and language proficiency

testing, whether administered in English or in the native language;

(iv)

the

absentee, suspension, expulsion, dropout and proe>otion rates;
(c) the number of students each year who have enrolled in institutions of
higher

education

and

were

formerly

enrolled

in a program in transitional

bilingual education;
(d)
c

the academic progress in regular education of students who have

com¬

pleted a program in transitional bilingual education;
(e)

for

each child of limited English speaking ability receiving special

education, the number of years in the school district prior to special
tion

evaluation

and

movement

in special education programs by program

I

prototype;
(f)

the

educa-

lit

'

the number of limited English proficient students

enrolled

in

pre-

/
7*

grams of occupational/vocational education;
j

(g)

the

name,

national origin, native language, certificates held,

guage proficiency, grade levels and subjects taught by each bilingual

lan¬

or

En-

aides

or

i

glish

as

a

second

paraprofessionals,

language

(ESI)

teacher,

bilingual

bilingual guidance or adjustment counselors, and bilingual

school psychologists:
(h)

the per pupil

expenditures

for

each

full

time

equivalent

(TTE)

bilingual program student;
(i)

the

students,

sources

and

broken down by local,

funds expended supplanted,
obligation;
(j)

amounts of all funds expended on bilingual program
state and federal sources and whether any such

rather than supplemented,

the local school distract

the participation of parents through parent advisory councils; and

whether there were any complaints filed with
or administrative agency,

any

federal

since the program's inception,

ompliance with federal or state minimum legal requirements.
°*

each

such complaint,

or

state

concerning the

the

disposition

and the monitoring and evaluation of any such agree-

»«nt or court order relative to such complaint.
Said information shall be filed in the form of the total
district as well as categorized by school,

grade and language.

for

the

school
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Sect ion 1J.

The

board shal 1 •estab'l ish regulations defining when a school

or school diatrict has chronically failed to improve the
provided to students served by the school or district.
be

educational

program

Such regulations shall

consistent with the goals and standards adopted by the board and the basis

for the determination of chronic failure shall include, but not be lisiited to,
the evaluations performed pursuant to section one I.
by

the

board

The regulations

adopted

shall take into account the turnover of students in particular

schools and districts.
Schools that have consistently failed to improve the academic
of

their

students

shall

board's regulations.
the

commissioner

be deemed underperforming, in accordance with the

Upon determination that a

shall

school

is

under-performing,

immediately appoint an independent fact-finding team

which shall forthwith assess the reasons for
prospects

the

under-performance

4

days

f

date of its appointment.

the

school

is

under-performing,

shall present

the

Tr'

* /,

the

district in which the school is located
«•*

to the board a remedial plan that shall set

improvement,

from

No more than six months after the determination that
:

for

and

for improvement and report its findings to ,the commissioner and the

district in which the school is located no later than?. ninety

a

performance

specific means

to exceed twenty-four months,

for attaining such goals,

for carrying out

the plan.

forth specific goals
and a timetable,
The

district

not

shall

t

implement
shall

direct.

provide
tional
If
its

said

to

remedial
During

the

school

technical

the

to demonstrate

school

fails

Upon a

determination

lowing

steps may be

finds

board

The

assigned
that

may

the

for

the

the

commissioner

improvement of

shall

the educa¬

served therein.
significant

twenty-four months after
declare

the

school

improvement

as dictated

the approval of

its

by

remedial

to be chronically under-performing.

is chronically under-performing,

the

fol¬

taken:

to the

the

the students

that a school

principal

performance of
(2)

assistance

to

the

be

implementation,

program provided

plan,

not

with such -changes or amendments as the board

the period of

remedial plan within

(1)

plan,

of

the school

school

principal

for
did

the
not

shall be

immediately removed and shall

following school year
play

a

significant

unless
role

the

board

in the under¬

school;

The superintendent

may designate a

principal of

a chronically under-performing

nary powers,

including

tne power

to dismiss,

new principal
school

shall

for
have

the
such

school.

Any

extraordi¬

in accordance with paragraph

(4),

H 10C0

any

teacher

or

procedure* set
*ev«nty-one

or

other
forth
the

employee assigned to the school without regard to the
under

section*

forty-one

and

forty-two

of

chapter

provisions of any collective bargaining agreement.

Such

dismissed teachers shall otherwise retain such rights as may be provided under
law or any applicable collective bargaining agreement, except that they
not have the right to displace any teacher in any other school:
(3)

in

order

shall

’

to recruit and retain talented personnel, the commissioner

available funds, subject to appropriation, to permit the superintendent during the period of remediation to increase thesalary of
or

*

teacher

any

principal

assigned to the school by not more than one percent for every ten

percent of the enrollment of the chronically under-performing school comprised
of low-income students, as that term is used in chapter seventy;
(4)

If the school does not receive funding from

the

district

at

least

equal to the average per pupil funding received for students of the same classification

and

grade level in the district, the district shall provide addi)/-

tional funding sufficient to bring funding for that' school to such level:
(5)

Such other actions determined by the board of education,

to

be

rea¬

sonably calculated to increase the number of students attending the school who
satisfy the student performance standards.
A principal appointed to a chronically under-performing school may dismiss
a

teacher

with professional teacher status for good cause, provided that the

teacher has received five school days written notice of the decision to termi¬
nate.

The teacher with professional teacher status may seek review of a

ter¬

mination decision within five school days after receiving notice of his termi¬
nation

by

filing a petition for expedited arbitration with the commissioner.

An arbitrator shall be selected according to the procedures set forth in
tion

forty-two cf chapter seventy-or.e.

lr. reviewing dismissal decisions,

arbitrator shall consider the chronic under-performance of the school

to

sec¬
the
the

degree that such under-performance is not due to factors beyond the control of
the

teacher, and the arbitrator shall consider any report from the fact-find¬

ing team that evaluates the teacher's performance.

The arbitrator's

decision

shall be issued withir. ten school days from the completion of the hearing.
Section IK.

Upon

a

determination

by

the board pursuant to regulations

adopted by the board that a school district has consistently failed to improve
the performance of students attending school
shall appoint an independent

in the district,

the commissioner

fact-findir.c tear tc assess the reasons

for

the

H 10CC
•

under-performance

•jf"

-v*

and the prospects for improvement.

Upon review of

th*

elusions of the fact-finding team, the board may declare the district
cally

under-performing.

con-

chroni

Following such a declaration, the board snail d**i?

nate a receiver for the district with all the powers of the superintendent and
school committee.

The receiver shall report directly to the commissioner.

If a municipality has failed to fulfill its fiscal responsibilities tb ed¬
ucation under chapter seventy, the commissioner shall recommend to
that

the

district

municipality's

be

declared

chronically

board

under-performing.

The

mayor or chairman of the board of selectmen shall have the op¬

portunity to present evidence to the board.

A vote by the board that a school

district is chronically under-performing for fiscal
the

the

cosuiissioner

to

petition

reasons

shall

authorize

the commissioner of revenue to require an in¬

crease in funds for the school district, alleging that the amount necessary in
said community for the support of public schools has not been included in

0

annual budget appropriations.

the

.

The commissioner of revenue shall determine the

h

amount

of any deficiency pursuant to the sums required under chapter seventy,
' Vr

if any,
equal
equal

and
to

to

powers

issue an order compelling
such

deficiency.

such deficiency,
in

section

If

the commissioner of

twenty-three of chapter

the community for

the

ated.

section shall

be

ucational

not

money

the community does not provide a sum of money

tax rate of
This

the community to provide a sum of

fiscal

in accordance with

fifty-nine,

year until

construed

malpractice by students or

revenue,

his

shall not approve the

the deficiency is

allevi¬

to create a cause of action for ed¬

their

parents,

guardians or persons act¬

ing as parents.
At

any time after

extraordinary
school

measures

committee of

superintendent,
measures or

the

imposition under
at

may petition the

may

of

for any district,

the

commissioner

for a determination whether such
or

eliminated

and

whether

is no longer chronically under-performing.

the board

shall

Subject

Funds

be

subject

to

judicial

section fourteen of cnapter
to appropriation,

interdisciplinary

grant prccrar.

one J

for

health
this

program may be

and

in

The de

accordance

thirty A.

the board

education

review

the

A school

review by the board of any adverse determination.

provisions of

Section 1L.
hensive

seek

a receiver

section

acting on the recommendation of the

receivership should be modified

termination of
with the

any school or of

the affected district,

school or school district
district

this section or

shall establish a compre

human service discretions.y

appropriated

from

the

Health

H 100C
i

Protection

Fund established by section two T of chapter twenty-nine.
,

henaive interdisciplinary healthreducati<Jn and human

service

Compre-

programs

shall

JMV

*

include, but not be limited to, planning and coordination activities, curricuf

lum

development,

in-service training components for all school staff,

in-ser¬

vice education, instruction, school counseling services, health service deliv¬
ery, promotion of knowledge of child development and appropriate care,
tive- parenting

effec¬

skills for parents and adolescents, and parent education scr-

''

i

vices which will promote improved homa based learning, the prevention of
stance

abuse,

tobacco use, family violence, ehild abuse and neglect, teenage

pregnancy and eating disorders, AIDS and suicide,
practices

sub¬

including

nutritional

health

and

promote

sound

health

and emotional development, improved

school counseling services, early intervention services

for

high

risk

stu¬

dents, peer counseling and education, incentives for participation by students
of

both sexes, and increased coordination between schools, parents and exist-

lng community services, especially for those students most in

need.

As

the

f

primary

educators of their children, parents shall play a substantial role in
l

%

the design, development and implementation of programs and curriculum.
i

•y

Instruction in health education shall include, but shall

not

be

limited

i

to,

consumer

health,

ecology, community health, body structure and function

safety, nutrition, fitness and body dynamics,

dental

health,

emotional

and

i

character

development,

promotion

of self-esteem skills, AIDS/HIV prevention

education in accordance with policies or regulations of the board, and
ing

in

the

administration

of

first

aid,

including

train¬

cardiopulmonary

resuscitation.
The board shall
health

solicit

proposals

for

comprehensive

education and human service programs for students

ten through twelve,

inclusive.

Applications shall

interdisciplinary

in grades kindergar¬

include evidence of a

trict-wide needs assessment and planning processes,

dis-

program objectives and ac¬

tivities, anticipated results, and evaluation plan, and proposed linkages with
community

health

and

human

service

agencies and existing school programs.

Proposals which describe linkages with other health and human service agencies
and existing programs under chapter one hundred and eighty-eight of
of

nineteen

the

acts

hundred and eighty-five which provide matching funds from local,

federal and private sources shall be given priority.
Each school committee shall appoint an advisory council consisting cf par¬
ents,

jur.icr and

senior

ch school

students,

teachers,

school course

c pre-

K

1CCC

f«ssionals, health and home economic educators, health
,

administrators,

professionals

*cnool

and representatives of community or regional health or socisi

service agencies and representatives of local religious organizations.
Funds may be granted to s school district to provide for program coordinators, in-service training and program materials.

It shall not be the

primary

focus of programs to finance various school-based clinics.
•

If

i

the board rejects a proposal of a school Committee under this section,

then the board shall provide the respective school committee
explanation

for rejection.

with

a

written

The written explanation for rejection shall state

the reasons for the rejection and suggest recommendations for resubmission.
Programs and services provided by this program shall supplement, not
plant,

programs

and

services

seventy-one B, and seventy-four.

provided

under

chapters

sup¬

seventy-one A,

At least fifty percent of said

funds

shall

be allocated to programs serving low-income sites, as determined by the board.
No

more

than ten percent of said funds shall be allocated for state adminis-

h

j

tration of the program.

j#
'

Notwithstanding any general or
funds

distributed under

the city,
shall

town or

special

law - to

K

y

the

contrary,

any

grant

this program shall be deposited with the treasurer of

regional

school

district and held

in a separate account

and

be expended by the school committee without further appropriation.
#

The
grant

board,

program,

through
provide

formation about model
and evaluation,
council,

and,

the

department,

technical assistance

standards

to school

programs and agency services,

against

for

coordinated

which programs may be

the discretionary

districts,

including in¬

provide for program review

in consultation with the members of

develop program guidelines

establish

shall administer

the

state

advisory

service delivery and shall
judged for efficiency and

effectiveness.
SECTION 30.

Section

three of

said chapter sixty-nine

SECTION 31.

Section thirty-five of

is hereby repealed.

said chapter sixty-nine

is hereby

re¬

pealed .
SECTION 32.
chapter

70 and

The

Ceneral

inserting

Laws are hereby further amended by striking out

in place

thereof

the

following chapter:-

CHAPTER 70.
SCHOOL FUNDS AND STATE AID FOR PUBLIC SCHOOLS.
Section i.
at ion,

to assure

It

is

fair

the

intention of

ar.d adequate

the general

minimum

per

court,

student

subject
funding

to appropnfor

public

iuuj

n

schools

in the commonwealth by defining s foundation budget

and a standard of

local funding effort applicable to every city and town in the commonwealth.
Section 2.

As

sixty-nine and

used 'in

this

seventy-one,

the

chapter

and

following

in

chapters

words

shall,

fifteen.
unless

the

context clearly requires otherwise, have the following meanings:"Adjusted property valuation*, the equalized property valuation of the mu¬
nicipality multiplied by the most recent average annual per capita

income for

the municipality, divided by the average annual per capita income for the co»monwealth for the same period, as reported by the United States bureau of census.
"Assumed

tultioned-out

special education enrollment", one percent of the

total foundation enrollment in a district, not

counting

vocational

or

pre¬

school enrollment.
"Assumed

in-school special education enrollment", three and one-half pers

cent of total foundation enrollment of a district^not counting
pre-school

enrollment,

plus

p

vocational

or

four and one-half percent of vocational enroll-

ment.
"Base aid",
foundation

aid

in any fiscal year,

the total of base

of the previous fiscal year.

and ninety-three:

provided,

however,

minimum

aid

and

In fiscal year nineteen hundred

and ninety-four, base aid shall be state school aid in
hundred

aid.

fiscal

year

nineteen

that the amount of aid deemed to

have been distributed in fiscal year nineteen hundred and ninety-three

pursu¬

ant to section sixteen D of chapter seventy-one shall be adjusted to equal the
amount

that

ninety-four
cnapter

would

have been distributed in fiscal year nineteen hundred and

in accordance with paragraph (e)

seventy-one

of

section

sixteen D

in determining base aid in the current fiscal year,

deducted

further,

the base aid amount

of the previous fiscal year shall be adjusted by adding any amount
be

said

but for the provisions of this chapter and paragraph (fj

of said section sixteen D of said chapter seventy-one: and provided,
that,

of

that

will

in the current fiscal year pursuant to the provisions of section

twelve B of chapter seventy-six for students that applied and were accepted at
receiving districts during the prior fiscal year; provided, however,
students identified in subsection (m) of said section twelve B of
seventy six,

that

the

said chapter

shall be deemed to have left during fiscal year nineteen hundred

and ninetv-three.
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“»***

year

foundation

budget~V

the

sum

of

foundation

k...

'
payroll,

foundation

non-salary

base year expenses,

the professional develop

■ent allotment, expanded program allotment, extraordinary
ment, and book and equipment allotment.

y*»:

maintenance

«n0t

The base year foundation is the foun

dation budget for fiscal year nineteen hundred and ninety-three.
‘Board*,
•look

the board of education.

and

equipment allotment-, the amounts allotted within a district’s

foundation budget for books and equipment

in any fiscal year.

The book

and

equipment allotment shall be the sum of:
(a)

one

hundred

and

twenty-five

dollars

multiplied by the sum-of the

foundation kindergarten enrollment and the foundation

pre-school

enrollment;

plus
(b)

two hundred and fifty dollars multiplied by the sum of the foundation

elementary

enrollment,

the foundation bilingual enrollment and the foundati on

y;

junior high/middle school enrollment; plus
(c)
ment;

plus

(d)
ment;

four hundred dollars multiplied by the foundation high school enroll¬

seven hundred dollars multiplied by the foundation vocational enroll¬

plus

(e)

two hundred dollars multiplied by the assumed

in-school special

edu¬

cation enrollment.
“Commissioner“,
executive office of
“Department",

the commissioner of

the department of education within the

education.
the

department

of education within the executive office of

education.
“District"
and a

regional

or

“School

school

district",

school

department of a city

education programs,

each student,

including students enrolled

and students attending a school

to the provisions of section twelve B of chapter seventy-six,

sides

in

the district and who attends either a public school

or

school

for

which the district

in one and only one of
grade and program
(A)
tional

bilingual

the

student

enrollment",

programs

of

in a

in that

residence pays tuition,

following enrollment

to which the

"Bilingual

town,

categories

in spe¬

in another district,

pursuant

a

or

district.

“Enrollment categories",
cial

the

who re¬
district

shall be placed

depending

on

the

is assigned:

the

district.

number

of

students*enrolled in transi¬
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(B)

"Elementary

enrollment", vnumber

of

students

one through five end not enrolled in bilingual or
*

enrolled

vocational

in

grides

programs

m

a

.•

district.
CC)

"High

school

enrollment",

the number of students enrolled ir. grades

nine through twelve and not enrolled in bilingual or vocational programs in

a

district.
I

(D)

"Junior

high/middlc

school

•

enrollment", the number of students en¬

rolled in grades six through eight and not enrolled in bilingual or vocational
programs in a district.
\
1

(E)

"Kindergarten enrollment", the number of students enrolled in kinder¬

garten and not enrolled in bilingual or vocational programs In a district.
(T)

"Pre-school enrollment",

the number

of

students

enrolled

in

pre¬

school programs run in connection with the special education program in a dis¬
trict.

The

foundation pre-school enrollment may not exceed twice the number

s
of pre-school students enrolled under approved individual education plans.
J

(C)

;/!

"Vocational enrollment",

the number of students enrolled in vocationt
r*

al and occupational education programs or an agricultural
*
trict.
"Equalized

property

valuation",

school

in

a

dis-

the annual equalized property valuation

for a municipality as determined by the department of revenue pursuant to
provisions of sections nine,
"Equity

aid",

aid

the

ten and ten C of chapter fifty-eight.

amounts

payable to municipalities in any fiscal year

equal to the equity gap multiplied by the foundation aid percent.
"Equity gap",
difference,

if

the positive difference,
any,

between

the

if any,

local

between

contribution

(1)
of

the

the prior fiscal

year and the gross standard of effort for that fiscal year and (2)
tive difference.

if

ary.

between the prior year net

prior year foundation budget amount.

the

municipality’s

The equity gap shall

struction and (ii)

shall be the difference,

share of long-term debt

foundation

be

defined

according

if any,

between (i)

service in support of school con¬

on a per pupil

number of pupils in the town.

tc

sepa¬

is a member.

basis,

multiplied

the

provisions cf

the

by

For regional school districts,

the excess debt service amount shall be allocated amongst 'member
ties

posi¬

the statewide average of local share of long-term debt ser¬

vice in support cf school construction,
the

the

school spending and the

rately for each municipality’s share of each district of which it
"Excess debt service amount",

positive

regional

school

district

municipali¬
agreement.
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The excess debt service amount for a municipality shall
municipality’s

share

of

be

the

sum

of

the

excess debt service amounts for all of the regional

districts of which it is a member.
"Expanded

program

district’s foundation

budget

low-income students.
multiplying

allotment",

the

amount

allotted

within

a

for providing expanded educational services for

The expanded program allotment shall

be

determined

by

the number of low-income elementary and middle school students in

a district by the wage adjustment factor by three hundred and eighty dollars.
•Extraordinary maintenance allotment",
trict’s
year.

foundation

budget

the amount allotted within

a

dis¬

for extraordinary maintenance costs in any fiscal

The extraordinary maintenance allotment shall be two thousand, two hun¬

dred dollars multiplied by the sum of the foundation teaching

staff

and

the

foundation support staff.
"Foundation aid", aid amounts payable to municipalities in any fiscal year

V
equal

to

the

foundation gap multiplied by the statewide foundation aid per-

V,i

2

cent.
"Foundation aid percent",
tween

the amount appropriated

sum of
wide

the result of dividing

the

total base aid and

foundation gap,

for

the

(1)

the

implementation of

total minimum aid by

(2)

the state overburden obligation,

difference

be¬

this chapter and

the sum of

the

the

state¬

and the statewide equi-

9

ty gaps.
-Foundation assistants",
within a district’s
dation assistants
(a)

six

enrollment
{b)

(c)

and

and

the

school
(e)

school

shall

be the

foun¬

the foundation kindergarten

the

.ultlpli.d

by

plus

sum of

th.

the

foundation elementary

plus

found.tion

junior

hi9h/.iddl.

plus

ten-thousandths
and

the

one hundred and

special

sum of

the foundation bilingual enrollment;

enrollment

The number of

sum of:

foundation pre-school enrollment;

two thousandths

eight

in any fiscal year.

thousandths multiplied by

school enrollment;
(d)

foundation budget

school assistants or aides allotted

thousandths multiplied by the

twelve

enrollment

the number of

multiplied

by the

foundation vocational
twenty-five

sum of

enrollment;

the foundation high
plus

thousandths multiplied by the assumed

education enrollment.

-

:6

>

"Foundation

athletic
*
*
district's foundation budget
•

•’

expenses",

the

aeount

allotted

within

a

.

for athletic expenses in any
>■''*

fiscal

year.

The

•

foundation athletic expenses ahall be the sue of:
(a)

fifty

dollars multiplied by the foundation junior high/middle school

enrollment; plus
(b)

two

hundred

dollars

multiplied

by

the

sum

of

the

foundation

■high school enrollment and the foundation vocational enrollment.
J

•Foundation

.

benefits”,

the amount allotted within a district's foundation

budget for the purchase of employee benefits and other Insurance in any fiscal
year.

The foundation benefits shall be the sum of the following:

(a)

four thousand three hundred and twenty dollars multiplied by the wage

adjustment factor multiplied by the sum of the foundation teaching
foundation
pals,

support

staff,

the foundation assistants,

the foundation clerical staff,

foundation

central

office

the

foundation

professional

staff

the foundation princi¬

health

care staff,

*

tion teaching

staff,

the

foundation

the foundation principals,

foundation health care staff,

support

the

the

founds-

/V

staff,

foundation

the

clerical

foundation
staff,

the

the foundation central office professional staff

and the foundation custodial staff:
(c)

the

k

four hundred and sixty dollars multiplied^by the sum of

assistants,

the

and the foundation custodial

staff; plus
(b)

staff,

plus

two hundred and thirty dollars multiplied by the foundation vocation¬

al staff.
"Foundation

budget",

the

sum of the foundation payroll,

foundation non¬

salary expenses, professional development allotment, expanded
ment,

extraordinary

maintenance allotment,

program

allot¬

and book and equipment allotment.

The base yea: for calculating the foundation budget shall be fiscal year nine¬
teen hundred and ninety-three.
culated

cal¬

according to the formulas in this section using foundation enrollment

as described in this section.
budget

The base year foundation budget shall be

shall

be

For fiscal

years

thereafter,

foundation

the base year foundation budget, as adjusted for enrollment

and for inflation as set

forth in section three of this chapter.

Foundation central office professional staff",
staff allotted within a district's foundation budget
centra, office duties.
be the sut

the

the number of professional
in any

fiscal

The foundation central office professional

year

for

staff shall

H 1000
>'•
two thousandths multiplied by the total foundation enrollment. ' ,
•

(a)

'

“ Jr-

*nl«Plu«

.if-

(b)

fifteen

thousandths

multiplied by the sum of assumed in-school «pe

cial education enrollment and assumed tuitioned-out special

education enroll

ment: plus
t

(c)

twenty-five

hundred-thousandths

multiplied

by the foundation voca¬

tional enrollment.
•Foundation clerical staff, the number of staff allotted
trict's foundation budget

within

in any fiscal year for clerical duties.

a

dis¬

The founda¬

tion clerical staff shall be the sum of:
(a)

two

hundred

and

seventy-five

the sun of the foundation kindergarten

hundred-thousandths

enrollment

and

multiplied

by

the

multiplied
foundation

by
pre¬

school enrollment; plus
(b)

fifty-five

ten-thousandths

foundation elementary

enrollment.

the

foundation

foundation junior high/middle school enrollment,

the

sum

of

the

bilingual enrollment, the

%

the/, foundation

high

school

*'.v

enrollment and the foundation vocational enrollment; ''plus
'i

(c)

two hundredths multiplied by the sum Of the assumed in-school special
-v
,
education
enrollment
and the assumed tuitioned-out special education enroll¬
ment.
"Foundation custodial

staff*,

the number of staff allotted within

a

dis-

t

trict’s

foundation budget

dation custodial
tion

staff

in any fiscal year

shall be one-tenth multiplied by the sum of

teaching staff and

the

“Foundation enrollment",
cal

year.

mentary.

the

sum

the

student

senior high,

of

for

the next

enrollment of a district

is defined as the sum of

bilingual,

and

foundation pre-school and

first of each calendar year,

enrollment

The foun¬
the founda¬

foundation support staff.

foundation enrollment

junior high,

one-half
March

The

for custodial duties.

fiscal

the department

year as

vocational

in

any fi*-

foundation ele¬
enrollment plus

kindergarten enrollment.
shall certify the

the actual enrollment as

By

foundation

reported

the

previous October.
“Foundation extracurricular activity expenses",
a

district’s

fiscal

year.

foundation
The

budget

for

the amount allotted within

extracurricular activity expenses

foundation extracurricular activity expenses

shall

in any
be

the

sum of:
(a;

twenty-five dollars multiplied by the

sum of

ry enrollment and the foundation bilmcual enrollment
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the "foundation elements
plus

* V V V

(b)

.r

thirty-five

dollar*

multiplied by the foundation junior high/middle

school enrollment; plus
(c)

forty-five dollars, multiplied by

the

sun

of

the

foundation

high

school enrollment and the foundation vocational enrollment.
-Foundation gap-, the positive difference, if any, between (i) the founda¬
tion budget in any fiscal year and (ii) the sun of base aid, school choice re¬
imbursement as defined in section twelve B of chapter seventy-six, federal im¬
pact

aid,

and the larger of (1) the prior year local contribution or (2)

standard of effort for that fiscal year.
lated

separately

for

The foundation gap

shall

be calcu¬

each aunicipality*s share of each district to vhi*h it

belongs.
Foundation health care staff-, the nuaber of staff allotted within a dis¬
trict’s foundation budget to perform health care related duties in
year.

any fiscal

The foundation health care staff shall be the sun of:

(a)

one

thousandths multiplied by the sum of the foundation kindergarten

enrollment and the foundation pre-school enrollment/ plus
r.i

<b)

two thousandths .ultipli.d by th. sun of

th.

foundation

slraantary

•nrollm.nt and tha foundation billnjual anroll.ant; plus
(c>

flft.an

tan-thousandths .ultipli.d by tha su» of tha foundation jun¬

ior hi,h/middle school anroll.ant,

tha foundation hi«h school

anroll.ant

and

the foundation vocational enrollment.
»

Toundation

.iscallanaous

.spans..-,

tha

a.ount allottad within a dis¬

trict's foundation bud„t for .i.c.U.n.ous activity .span...
yaar.
(■)

in

any

fr.c.i

Tha foundation .iscallanaous activity axpansas shall ba tha su. of:
four hundr.d dollar, .ultipli.d by th. ...u.ad in-school sp.ci.l adu-

cation enrollment; plus
(b,

s.van.y-fiv.

dollars

.ultipli.d by th, total foundation anrollmant:

(=)

alavan hundrad dollar, .ultipli.d by th. foundation cl.ric.l staff.

plus

-Foundation non-salary ..pan..,-, th. au. of foundation athl.tic .spans...
foundation astr.curricul.r activity .spans..,
.aintananca

.spans..,

found.tron banafits.

foundation utility

and ordinary

found.tion sp.ci.l .duc.tion tut-

tion. end foundation miscellaneous expenses.
•Foundation payroll-,

th. a.ount allottad within a

bUd,’t f°r th* ,**Ch,n5 ***«•
health

Care

district's

foundation

*“PP«t ■*ff. assistant., principals,
^-tral office professional

c

staff,

cl.ric.l

and ousted.al

n iu'. o
staff in any fiscal year.

Th*

foundation payroll

shall

b«

factor multiplied bv the sum of
•

.r. •

Jr * ■

(a)

the wage adjusts^

>

<
*

thirty-eight thousand dollars multiplied by the sum of the foundation

ttaching staff and the foundation support staff; plus
(b)

nina thousand dollars multiplied by tha foundation assistants; p;Uf

(c)

sixty-two thousand dollars multiplied by tha sun

principals,

and

of

foundation

(i)

(ii) ona and fiftaan-hundradths nultipliad by tha foundation

cantral offica profassional staff; plus
(d) aightaan thousand fiva hundrad dollars nultipliad by

tha

foundation

clarical staff; plus
(a) tvanty-fiva thousand dollars nultipliad by tha foundation haalth cart
staff; plus
(f)

twanty-fiva

thousand

dollars nultipliad by tha foundation custodial

staff.
'if

"Foundation principals",
tract's
be

foundation budget

tha numbtr of principalf; allotted

in any fiscal yaar.

within

a dis-

Tha foundation principals shall

tha sun of:
(a)

fiftaen

ten-thousandths multiplied by the sum of the foundation kini

dergarten enrollment
(b)

three

enrollment and
(c)

and foundation pre-school

thousandths multiplied by the sun of tha foundation
the

foundation bilingual enrollment;

thirty-five

high/middle
(d)

school

ten-thousandths

enrollment;

thirty-five

high school

multiplied

ten-thousandths

enrollment

foundation

and the

The value

shall

the assumed

sum of

support

staff

seven

staff",

shall be

hundred

of

special

for

and

plus

by

the

foundation

junior

multiplied by the sum of the foundation

special

the amount allotted within a

dis¬

education tuition in any fiscal year.

thirteen

thousand

five hundred

dollars

and

education enrollment.
the

support

number of
duties

staff allotted within a dis¬

in any fiscal year.

The

founda¬

the sum of:
twenty-five hund-red-thousandths multiplied by the

the foundation kindergarten enrollment

enrollment;

plus

foundation vocational enrollment.

for

product

foundation budget

tion support
(a)

the

tuitioned-out

■Foundation
trict's

be

budge:

elementary

plus

“Foundation special education tuition",
trict's

enrollment; plus

and

the

foundation

pre-school

N 1000

<t»

°n*

hundred

and forty-fivj; t«n-thou**r.dths multiplied by the sun c.

the foundation elementary enrolment arid the foundation bilingual

enrollment;

plus
twenty-five

tc)

thousandths

siultiplied

by

the

foundation

junior

high/middle achool enrollment; plus
(d)

fprty-two ten-thousandths siultiplied by the

sum

of

the

foundation

I

hish school enrollment and the foundation vocational enrollment: plus
(e)

seventy-sis

thousandths

multiplied by the assumed in-school special

education enrollment.
i
foundation teaching staff, the number of staff allotted

within

-trief. foundation budget for teaching duties in any fiscal year.
tion

a

dis-

The founda¬

teaching staff, calculated using enrollments as defined in this section,

shall be the sum of the following;
(a)

the sum of the foundation kindergarten enrollment and the

foundation

a‘l

pre-school enrollment divided by forty-four; plus

'V

(bj

the foundation elementary enrollment divided by twenty-two; plus

lo

th.

foundation Junior hi,h/»!ddl, school .nrollm.nt divid.d by tv.n-

ty-five; plus
>

(i)

th. foundation hi,h school .nrollm.nt divid.d by s.v.nt..n: plus

(.)

th. foundation bilinjual .nrollm.nt divid.d by fift..n; plus

If)

tn, foundation vocational .nrollm.nt divid.d by t.n: plus

(91

tn. assumed m-.choo! sp.ci.1 .donation .nrollm.nt divid.d by

(h,

«hr.,

.i,ht:

plus
hundredths multiplied by th. av.ra,, number of low-i„COm. ,lu-

d'n,‘

«» *"•

over

th. pr.c.din, two fiscal y..rs.

Foundation utility and ordinary maintenance <sp.ns.s-,

t,d

‘

«s.s in any fisc,! year.

th. amount

allot-

«tlli,y and ordinary m.int.n.nc,

Tn. foundation utility and ordinary m.int.n.nc. ...

P.n,.s snail b. thr,. thousand .hr., hundr.d dollars multiple by th, sum of:
(*)

th.

sum

of th. foundation ..aching staff and th. foundation support

*t*ff; plus
(0)

th. foundation vocational enrollment divid.d by thirty.

•Foundation vocational staff-,

eiP*U' el*tiC-1

th, numb.r of fathers,

“» ■»« •"< custodial

support staff prin.

staff

a.sign.d to

.

school or pro?rsm or an agricultural school allotted witnir. a distriCS‘‘

budg,- in any fiscal

H 1000

"General revenue sharing aid",, the amount of assistance from
wealth

to

be

common¬

received by a city or town in a fiscal year from the following

local aid programs:
tributed

the

(1) payments in lieu of taxes for

state-owned lands

dis¬

pursuant to section seventeen of chapter fifty-eight, (2) equity aid

as defined in this section,

(3).the distribution to cities

and towns

of

the

ft

balance

of

the

State

Lottery

Fund

in

accordance- with the provisions of

clause (c) of section thirty-five of chapter ten, and (4)

additional

assist¬

ance, so-called, as distributed pursuant to section eighteen E of chapter fifi

ty-eight.
"Cross overburden amounts", are as follows: for municipalities with an ad¬
justed

property valuation per pupil of equal to or less than ninety-five per¬

cent of the statewide average, the gross overburden amount shall
dred

percent

of

the standard of effort gap.

be

one hun¬

Tor municipalities with an ad':

justed property valuation per pupil greater than
state

ninety-five

percent

of the

average but less than one hundred and twenty percent of the state aver/;)
•

I

a

age, the gross overburden amount shall be the standard

of

effort

gap multi¬

plied by the positive difference between one and one-half and the ratio of the
i

municipality's

adjusted

property

valuation

per

pupil to the amount of the

state average adjusted property valuation per pupil.
an

For municipalities

with

adjusted property valuation per pupil equal to or greater than one hundred
»

and twenty percent of the state average, the gross overburden amount shall

be

zero.
•Gross

standard

of

effort",

nineteen hundred and ninety-four
the

adjusted

property

ninety-two equalized
revenue.

In

centage equal
•Local

uity aid.

for

provided,
ers'

effort of

salaries

deferral

in
or

of

the
that

ninety-four

the

the previous

net

state

fiscal

year

ten-thousandths

school

times

that

the

department

of

shall be

increased by a

per¬

factor.
spending of a municipality in any

year as projected by
town

by

fiscal year,

school aid and

in any city or

in

gross standard of effort

revenue growth

the

sum of

fiscal

however.

r-ne*y-tnree
a

that

municipality

calculated using the nineteen hundred and

fiscal years,

contribution",
the

be

a

property valuations as published

to the municipal

fiscal year minus

shall

valuation,

subsequent

the gross standard of

for

the

federal

impact aid.

department

of

less eq¬

education;

deferred a portion of

its teach¬

fiscal year ending June

thirtieth,

nineteen

had

assessment

reduced as a result

teachers'

its

regional

salaries

m a

school

regional

sc

hoc!

district

hundred

in said

£

and

;

of

i seal

h 10CG

year, the local contribution for tsij! fiscel yesr
•»ount

of

■ent,

shell

be

reduced

by

the

*uch teacher*' salary deferral and reduced regional *cnool assess-

if

any.

municipality's

The

department

local

shall

contribution

publish

in

fiscal

tables
year

allotting

nineteen

each

hundred and

ninety-three amongst the districts to which the aiunicipality belongs.
-Low-income enrollment", the number of children attending school in a disa

trict.regardless of residence or tuition-paying status, who
free

or

A

low-income

who meets these eligibility standards.

child

or

of

low-income

student is

year's

actual

elementary, middle school, high school, bilingual, and

vocational students, and one-half the preceding year's actual number

of

low-

income kindergarten and pre-school students.
91

-Minimum

aid",

the amount of minimum state school aid available to a mu-

nicipality In any fiscal y,.r, which .hall b. fifty'dollar, .ultipli.d by

th.

di.trict

and

foundation

.nrolW.t

in

fi.e.l

yi.r

nin.f.n

hundr.d

nin.ty-four, and t-.nty-fiv, dollar, aultipli.d by th. di.trict foundation en¬
rollment .vary y.ar th.r.aft.r until fi.e.l y.ar two thou.and and on..
•Miniaun r.quir.d local contribution-,
cal

contribution, and

(ii)

thi. calculation,

9*P.

th.

iu. of

(i)

th. preliminary

for any di.trict

provid.d.

how.v.r,

that do., not

that

r.duc.d by th, ov.rburd.n aid amount,
if any.

if any.

Tn. minimum r.quir.d

separately for .act municipality.

local

and

for th. purpe.

h.v. a po.itiv. foundation

th, standard of .ffort ,.p .hall b. d..«,d to b. r.ro,

amount,

lo¬

th, foundation .aid parent multiplied by th. ,t.n-

a.rd of .ffort ,.p in any fi.e.l y.ar,
Of

Thi. .urn .hall

th,

d.bt

contribution, .hall

,h.r, of ..eh di.trict

b«

.,rvic.

b. calculated

to which th. munici-

pality belongs.

-Municipal r.v.nu, qrowth factor-,

th. incr.a..

in local g.n.r.l

r.v.nu,.

calculated by .ubtr.ctin, on. from th. quotient calcul.t.d by dividln,

°f

U1

UVY

th* "*Xi"U* 1,V>' 11,11 for
li“it

C! th' Prl0r fl,e*1

•no on.-h.lf percent plus
due
th*

to

fi.-a.

yea.,

(2 1
and

th* ««•!
y*‘-

th, la.t
th. amount

(1) other

th.

..tim.t.d by multiplying th.

»y * fetor equal to on. hundr.d and

th. av.r.o, of

new qrowth over
°:

a

In determining the total number

of low-income students, the department shall use the preceding
number

eligible for

reduced cost lunches under eligibility guidelines promulgated by the

federal government under 42 USC 1758.
child

are

th. p.rc.nt.,.

incr.a...

th.

two
1#vy

thr.ilabl, year. a. c.rtifi.d by
of general

r.v.nu, .haring

recurring receipt, not

including u.er

aid

for

f... or

H 1000
other

charge* determined by the/dfvision of

local

services of

the

of

revenue to be associated with the provision of specific municipal

for

the prior

or

fiscal year by the sum of

fiscal year,

prior

(2)

fiscal year,

(1)

the amount of general
and

the actual

levy limit

service*

for the pri¬

revenue sharing aid received for the

(3) other recurring

receipts not

including user fees or
t

other charges determined by the division of
of

local services of

the

department

revenue to be associated with the provision of specific municipal services,

actually collected by the municipality for
fiscal

year;

provided,

however,

that

for

the fiscal year preceding the prior
the purposes of this calculation the

levy limit shall exclude any amounts generated by overrides applicable to
year after fiscal year nineteen hundred and ninety-three;
er.

that

actual

and provided,

4ny

howev¬

in the absence of an actual levy limit for the prior fiscal year,
levy limit

for

the

the prior fiscal year shall be estimated by multiplying

#/
the actual levy limit of
factor

the

fiscal year preceding $he prior fiscal year by

f,

equal

'

s

\

to one hundred and two and one-half percent plus the average of
j

the percentage
three

increases

available

further

that

years

estimated

hundred and

levy

in

years as

certified

the

the

year

•Net

by

children

district or

percent plus

than

total

school aid

such amounts are

dividing

spending‘,

the

including

teacher

other

in

approved

the

regularly charged

not

spending
mission,

shall

school

also not

other charges o:

the

percentage

the last

in¬

three available

further,

that

said

amount

school aid for

who

spent

for
and

attend

determined

the current

fiscal year.

deferrals

provided,
for
or

tuition

any other

state

a

the

support

tuition
school

without

o.

payment*

in

another

regard to whether

to school or non-school accounts by the mu

lunches,

include

multiplying

by a factor equal to one

provided,

the prior

salary

include any spending
for

for

facility,

ing

spending

total

district

for accounting purposes;

include

last

the prior fiscal year,

the average of

revenue;

total

nicipality
shall

the

the factor determined by subtracting one from

by

residing

over

be calculated by

due to new growth over

calculated

school

shall

for

the prior fiscal year
»

by the department of

be greater

public education,
for

of

limit

state

levy limit

the fiscal year

limit

levy

shall not

quotient

fiscal

for

growth

certified by the department of revenue; provided,

two and one-half

creases

factor

as

in the absence of an actual

the maximum levy limit
the

in the levy limit due to new

long

4;

that net

term debt

student

service,

school
and

transportation.

revenue or

revenue

-

however,

revenue

.
,
attributa-.e

spe

shall

Net

scho

frerr. ac..'»*>*

,
_,.wi .• e
.c p-c..

education•
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Such

revenue

will

b«

udt available to the school district which generated

such rsvenut in addition to

inancial resources made available by
•• •

palitias

aunici-

^

*.»

•

or

state

assistance.

The

department

consultation with the department of revenue shall

of

promulgate

education,

in

regulations

to

ensure a uniform method of determining which municipal expenditures arc appro¬
priated for

the support of public education and which revenues are attributa¬

ble to public education in accordance

with

this

section.

The

regulations

shall include provisions for resolving disputes which may arise between munic¬
ipal and school officials.
•Overburden aid", for each municipality is the gross overburden amount for
that municipality multiplied by the foundation aid percent.
•Preliminary

local contribution", for any municipality in which the local

•contribution in the prior fiscal year was less than the
the

loca.

standard

of

effort,

contribution of such prior year increased by a percentage equal to

the municipal revenue growth factor.

For any municipality in which the

local

it*

contribution

prior fiscal year was not less than the standard of ef£
fort, the preliminary local contribution shall be the standard of effort
amount:

in

the

provided,

however.

that for any-district with a positive foundation

gap. the preliminary local contribution shall not be less than the fiscal year
nineteen hundred and ninety-three local contribution, except that said contri¬
bution may be reduced proportionately to any decrease in the

total

municipal

budget.
"Professional

development

trict's foundation budget
The professional
tiplied
for

for

development

allotment",
professional

allotment

by the amount allotted

foundation teaching

staff

in

development

in any year

that

payroll

the amount allotted within a dis¬

year

and

in

shall be

in a district*.,

the

any

fiscal

three percent

year.
mul¬

foundation budget

foundation support

staff

pay¬

roll.
"Standard
for

o.

that year

amongst

the

trict * s

share

effort",

The

standard of

districts
cf

the

for any year
effort

shall

be

the gross standard of effort

for any municipality shall

to which a municipality belongs according

total

foundation budget

for

be

allotted

to each dis-

students from that

municipal-

ity.

Standard of effort
t veer.

ccr.

the
:sut:cr.

standard
in

that

cf

gap",

the

effort

fiscal

year.

positive difference
in

that
The

in any

fiscal year and

standard cf

effort

fiscal

year

be-

ttie preliminary local
gap fcr

a mur.icipal-

H 1CCC
•

N.

.

p

ity shall be allocated amongst the districts to which a
If

municipality

belongs

there is not poaitlva difference, the standard of affort gap shall be zero
"State ovarburdan obligation", tha sum of tha gross ovarburdan amounts for

all municipalitias.
•Stata

school

aid",

all'"amounts

appropriated

. *

by

tha

commonwealth

t

under this chapter, chapter seventy-one, and chapter seventy-four,
educational

opportunity

grants,

and

all

all

equal

par pupil grants included as part

of stata aid for fiscal year nineteen hundred and ninety-three except as
vided in this chapter.

pro¬

It shall not include any state funding for transports\

tion,

for

school

building

construction, for the METCO program or for other

categorical grants such as school-to-work transitional grants.

The department
%

shall publish tables allotting each municipality’s state school aid in
year

nineteen

fiscal

hundred and ninety-three amongst the school districts to which
11

r/

the municipality belongs.
gional

For municipalities where i£ll students

attend

re-

districts all state school aid shall be allocated amongst the regional

districts.

The aid received on behalf of students tuitioned out to other dis¬

tricts shall be allotted to the municipality or district paying tuition.
»

"Total

dation support
clerical
sional

»

foundation staff",
staff,

staff,
staff,

cated

and

figures
ing.

all

than one

the

shall

jobs

in

(a)
in

the

foundation

foundation central office profes¬

staff

provided that no employee shall

area

in the

in which a

factor

shall

be

the product of

commonwealth.

is

lo¬

Average annual wace

employment

and train¬

the sum of one plus a fraction,

the

one-third and

re¬

the average annual wage
and

municipality

the

the

difference

in the commonwealth from the

denominator of

which

shall

be

in the commonwealth.

the purposes of
the

foun¬

an adjusted difference between the average annu¬

the community:

the average annual wage

be

foundation principals,

be published annually by the division of

from subtracting

staff,

time equivalent.

average annual wage

average annual wage of

shall

foundation teaching

staff,,

the labor market

numerator of which shall be

For

full

factor",

The wage adjustment

sulting

the

foundation assistants,

and foundation custodial

"Wage adjustment
for

sum of

foundation healthcare

be counted as more

al wage

the

this section,

the

average annual wage of

the community

sum of:

eight-tenths
laber marxet

multiplied

area

in which

by

the

average

the municipality

annual
is

wage

located;

for all

plus

jobs

K 10CG
(b)

two-tanths multiplied by th«T avin;f annual wig, of the municipality;

provided, however,

that in any.communi:y in which the percent of total

tion enrollment represented by the low-income enrollment
total

.percent of low-income students

in the state,

is greater

founda-

than

the

the wage adjustment factor

shall not be less than one.

Section 3.

Tor the school district in each municipality, for each region¬

al school district, and for each independent vocational school in the

common¬

wealth, there is hereby established a foundation budget.
The

.■

board

of education is authorized to adopt regulations furnishing in¬

terpretive guidelines for the determination of foundation budgets.

Said regu¬

lations shall be filed with the house and senate committees on ways and

Mans

•not less than thirty days before said regulations become effective.
Following

fiscal

year

nineteen

hundred and ninety-four,

budget shall be calculated using foundation
fiscal

years

enrollments

for

the foundation
the

respective

as estimated by the department according to the procedures out¬

lined in section two.

The monetary factors used in calculating the foundation

budget in these years shall be the monetary factors employed in section two to
define the foundation payroll,

foundation non-salary expenses, and the profes¬

sional development allotment, expanded program allotment,
tenance

allotment,

book

by

the

main¬

and equipment allotment, multiplied by the ratio of

the implicit price deflator for state and local government
lished

extraordinary

services

as

pub¬

United States department of commerce for the third quarter of

the prior calendar year to the same deflator for the third quarter of nineteen
hundred and ninety-two.
exceed

those

in

For any fiscal year,

the adjusted amount,

shall

not

the immediately preceding fiscal year by more than four and

one-half percent.
.Section «.

Not

*nd 'Very thr*e

l.t.r

char.

July Sir,:, nin.t.en hundr.d

thereafter,

and

nin.ty-iour.

the governor shall appoint a foundation buc¬

ket review commission to review the way in which foundation budgets are calcu¬
lated

and to make recommendations to the general court regarding such changes

in the formula as may be appropriate.

The commission shall consist of fifteen

“embers and shall be broadly representative of the racial and ethnic diversity
onwea.th.
•ive
the.,

Members shall

receive no compensation for their services

reimbursement for their reasonable expenses

r espo..s i fc..: 11 es as members of

the commission.

incurred in carryThe

department

H 1000
shall

furnish

reasonable staff^jand other support for the

-ork.ot ,h,

sion.
It

.hall

not. con.ti.ut.

a

violation

of

ch.pt.r

,vo

.ixty-ti,ht * for any par.on a.ploy.d by a acnool Strict
to

! huMrtd

in th. eo^„w..ah

a.rv, or. thi, co«i„ion or to p.rticip.t. in th. eoixaion d.lib,r.tl0„,

that Will or nay h.v. « financial i.pact on th. di,trier ..ployin, a„Ch p.r.on
or on th. rat. at which auch a par.on Bay b« eoop«nsat«d.

Th. coBmi.aion

aay

..t.Ml.h proc.dur.a to .n.ur. that a„ch par.on. not partielpat. in co«i..lc,n
d.lih.r.tion.

that

may .ith.r dlr.etly aff.ct th. achool di.trict, ..ployin,

auch p...on, or dir.ctly aff.ct th. rat. at which

auch

p.r,on.

ar.

co.p.„-

sated.
Th.

conala.ion'a

r.eowndation.

.hall

b. fil.d with th. cl.rk. of th.

s.n.t. and hou.. of r.pr.xntatlv... who. with th. approval of
o!

th.

..nat.

and

th.

pr.ald.nt

th. ap.ak.r of th. hou.. of r.pr:...nt.tiv«., .hall r.f.r

such recommendations to Appropriate committees of thef general

court.

Within

'/

thirty

days after such filing,

the said committee shall hold a public hearing

on the recommendations.
Section 5.

Beginning in fiscal year nineteen hundred and ninety-four

for every fiscal year thereafter,
ty

receiving

overburden aid:

the following shall apply to any municipali¬

the overburden aid amount

shall be reduced by an amount equal
over

the prior yea:
Section 6.

vice,

In

to seventy-five percent

addition

to

adult education,

student

transportation,

any

increase

and

tuition

each municipality in the commonwealth shall annually appropriate for

to

which

state

school

any

regional school

the municipality belongs an amount equal to not less than

the sum of the minimum required local contribution,
all

of

amounts appropriated for long-term debt ser¬

the support of public schools in the municipality and in
district

for said municipality

in its lottery and additional assistance local aid.

school lunches,

revenue,

and

federal

aid and grants for education but not

for the fiscal year.

Based on the amounts specified in

impact

aid,

and

including equity aid,
section

twelve,

the

allotments described in section thirteen, and the definitions and other provi¬
sions in this chapter,

tne commissioner shall estimate and report such amounts

to each municipality and regional school district as early as possible, but no
than March first for the following fiscal year.
file with the house and senate committees on ways and
thirty

days

The commissioner shall
means,

not

less

than

before said reports are transmit ted to each municipality »-“.d re

t -

H 1000

,ion.l school district, eopi.. or ^document reporting .11 of
contained

in

..id report..

lBfotMtie,n

Notwithstanding the ter., of any r.9ion.l .chool

district agreement. to the contrary, no new regional school district sn.ll
reguired

to

submit

a

budget

to it. member municipalities before r.c.ivin,

the estimate by the commissioner concerning the amount
payable

through

the

for the

following

regional .chool

...her

fiscal

district

be

municipalities

year.

state

school

aid

to the regional school district

Notwithstanding

agraement.

of

the

provisions

of

any

each member municipality shall increase

it. contribution to the regional district each fiscal year by the amount indi¬
cated in that diatrict.hare of the municipality. mi„i.„. regional
bution

in

that

fiscal

year.

district

shall

the minimum regional contributions of it. member
state school

aid

received

contri¬

appropriate ,be sum of

district,

a.

well

on behalf of member municipalities.

a.

.u

The district

may choose to spend additional amounts; such decision, shall be mad. and

auch

•mount. Charged to member, according to the district# required agreement.
Section 7.
the

in any fiscal y,.r .

if there is appropriated

.MU.r th4n

amount of state .chool aid specified in sectlon'twelve. any .chool appro¬

priation. based on the commissioner •. estimate shall be reduced
the.

action

by

the

.chool

committee.

for

*«

-d

.i„i.u. required

Pot the purpose, of this section the amount of

*PPrOPri,t,i l° *
"U*:

*PPr°Pri*ti0"

subsection

,f,

of

Section

action.

.tat, school

- the amount appropriated by the
*«

“‘-out

regard

to

any deduction,

pursuant

to

section twelve , of chapter seventy-sis.

ftte.pt..
how

local

district are below the amount estimated by the commis¬

the

sioner unless the district or the member municipalities take specific
10 the contrary.

fur-

town meeting, or city council by an

“°“nt *,“*1 l° ,h' V*1U*
contribution

without

to

public school. Without

required

allocate

by

any

General
funds

Law.

..eh

appropriated

regard to the categories employed

,chool
for the support

in

calculating

of
the

foundation budget.

Section 9.

School

district, shall

report

educ.tion on the amount, spent
pr ogr atnm i ng ,

—ctional

P“"

equipment.

,he"
the

"

professional
processional
To the extent

th'

reasons

for

that

the

swc■

“»

y..r

eatr.ordin.ry

a
,
development.

—
for

each fiscal

the amounts

to the co-mi.-

maintenance.

and
spent

books
for

these

and
pur-

superintendent

H 1000

School districts shsll report*e*ch'fxscal year
cation

on

to the commissioner cf *du

the amounts spent for administrative «

th« amounts spent for these purposes exceed
chapter,

the

superintendent

shall

the

explain

xpenses.

To the extent that

allotments

the

defined

in thi,

reasons for the additional

costs.
i

Section 10.
to

each

Subject to appropriation, the amount of state aid to

municipality in each fiscal year under this chapter shall be the ,UB

of the base aid, the overburden aid, minimum aid,
•id

to

be paid

which

chapter.

the

foundation

aid and

equity

municipality may be entitled under the provisions of this

The amount of aid paid to each district

shall

be identified

sepa¬

rately for each municipality that is a member of the district.
Section 11.

If

in

any

fiscal

for public education is less than

year

the

a

district’s

amount

required

actual expenditures
to

be

appropriated

* i

for public education pursuant to this chapter, the difference, up to five percent

of the amount required to be appropriated, shall be spent in the followt

ing fiscal year without affecting the amount of state school aid
following

fiscal

propriated

for public education

said

aid

the

year; provided, however, that the amount required to be ap¬

difference,
school

payable

up
for

to

in said following year

five percent;

the following

provided,

fiscal year

shall be

further,

increased

that

by

the amount of

shall be reduced by the

amount

f

said

difference

ated;

provided,

exceeds
further,

five percent
that

in any year

quired to be appropriated pursuant
cy

in the prior year,

is less

than the amount

following year
The

if a

board

shall

shall

the amount
in

which

required

to be appropri¬

additional

money

is re¬

to this section due to a spending deficien¬

district's actual expenditure for public education

required

be

of

to be appropriated,

state school aid

in

the

reduced by the entire difference between said amounts.

promulgate

regulations

to enforce the provisions of

this sec¬

tion.
Section 12.
teen

Subject

hundred and ninety-four

appropriated
of

(a)

for

the adjusted
(b)

The

the amount of
by an

annual

price deflator

state

school

to appropriation,

state

prior

for

state

fiscal years,

the amounts

aid

in any given year

shall be equal to the

and

improvement amount.

factor

the education
amount

aid appropriated

adjustment

year nine¬

for all

year

subsequent

in fiscal

and

prior year amount

adjusted

beginning

in

equal

government

for

state

the previous
to

services

the
as

school

fiscal

ratio

Of

pufciished

aid

year,
(i)
by

sum

shall be
multiplied

the
the

implicit
United

H 1000

States department

of commerce for th* third quarter of the prior year to (iij

the ;aaae deflator one year earljVr'; provided, however,

that the annual adjust¬

ment factor utilized in fiscal year nineteen hundred and ninety-four
equal

to

one.

ahall be

In no case shall the annual adjustment factor exceed one hun¬

dred and four percent.
(c)

The

education

additional state

improvement

school

aid

as

amount

hereinafter

shall

be

an

and

fifty

million

dollars;

in

fiscal

ninety-six, an additional one hundred and fifty
year

In

fiscal

nineteen

hundred

an

year

additional

one

nineteen hundred and

million

dollars;

in

fiscal

and ninety-seven, an additional one hundred and fifty

million dollars; in fiscal year nineteen hundred and !ninety-eight,
tional

year

hundred and ninety-four, an additional one hundred and forty million

dollars; in fiscal year nineteen hundred and ninety-five,
hundred

of

described for the fiscal years

nineteen hundred and ninety-four to two thousand, inclusive:
nineteen

amount

an

addi¬

one hundred and fifty million dollars; in fiscal year nineteen hundred

it
an

ninety-nine, an additional one hundred and eighty'million dollars; and

fiscal
lars.

y.ar

two

thousand, an additional on. hundtad and ai9hty Billion dol¬

Th. dollar amounts sp.cifi.d in this subnotion ahall b.

inflation

by

in

multiplyin,

th.

amount,

90v.rnm.nt

for

for fiscal y.ar nin.f.n hundr.d and

nin.ty-fiv, and auba.qu.nt y.ars by th. ratio of th.
pric. d.flator for stat.

adjusted

valu.

of

th.

implicit

s.rvic.s'in th. third quart.r of th. prior

c.l.nd.r y.ar to th. valu. of that .am. d.fl.tor in th. third qu.rt.r of nin.f.n

hundr.d

and

nin.ty-thr...

In no c.s. shall this adju.tm.nt factor b.

St.at.r than wn.t would b. d.riv.d by a four p.rc.nt

annual

adjustment

com-

pounded on a yearly basis.
S.ction U.

Th« funds appropriated for state school aid shall b. al¬

located arnon; municipal!-.,,, as „t forth in this chapt.r.
Propriat.d is

1..,

than t„. total b„. ,ie „ount.

If said ,.ount ,p.

I|c( municipality, allot-

a.nt of bas. aid .nan b. r.duc.d by a constant amount p.r student that
d.t.rmin.d

by

dividinq

shall

th. diff.r.nc. b.tw.«n th. total bas, amount and

**‘i appropriation amount by th. total foundation .nrollm.nt in th, stat,.
<01

If th, amount appropri.t.d is .or, than th, bas, amount,
b,

alloc.t.d

,0

.n.ur,

that

fund, shall

stat, school aid for ..ch municipality

•duals th, bas, aid amount.
> add.tio.-a. funds shall b, allocated to cover minimum aid.
-■

ated .c: stat, school aid ,s insufficient to permit full

If th,
fund-

H 1000

ing

of

the base aid and minimum, ^id. • funds in excess of the amount needed to

fund base aid shall be allocated on a proportional basis reflecting the
of

a

ratio

particular municipality's minimum aid to the sum of minimum aid amounts

of all municipalities for that fiscal year.
(d)

All remaining funds shall be allocated to cover foundation aid, equi¬

ty aid, and overburden aid.
(e)
more

The allocation to each municipality that received

foundation aid

of

than the minimum aid amount above the base amount shall be reduced by an

amount that is the lesser of (1) the minimum aid amount and (2)
difference,

if

any,

between its foundation aid and

available from this reduction shall be allocated to

the

minimum aid.
all

positive
The funds

municipalities

such

that each one receives the same proportion of this aid as was received in par¬
agraph

(d).

These increments shall be considered part of foundation aid, eq¬
.7

uity aid, and overburden aid.
Section 14.

For any district

in

which

fewer {'than

twenty

percent

of

TH

/

the students

scored

below the state average on the assessment tests required

by chapter sixty-nine, the city or town, or all cities
a regional

school

district,

may

towns

comprising

exempt the district from the provisions of

this chapter by accepting this section in the
four of chapter four.

and

manner

prescribed

by

section

Any district so exempted shall continue to receive fisf

cal

year nineteen hundred and ninety-three base aid,

additional

state

requirements of
If,
ment
this

chapter,

tricts

it

town or

in

described
shall,

to meet

the local obligation

so exempted fails to meet

above,

for any other

same

chapter

and without
school

future years,

aid under

shall

regard

be

reason

assess¬

is not exempt

subject

this chapter

the

from

to the same obli¬

in each year

as

dis¬

apply to all cities,

SECTION 34.

Section 16D of

section

or

twenty-seven C

to any appropriation by

seventy A of

Edition,

towns,

and regional
of

chapter

to any acceptance or appropriation by a city,

district

Chapter

1990 Official

or

notwithstanding

SECTION 33.

the

required

receive any

so exempted.

This

districts,

regional

be

a district

in that and

to the

that were never

twenty-nine,

not

shall not

this chapter.

and entitled

Section 15.
school

and shall

in any future year,

standards

gations

aid

but

the General Laws

chapter
is

71 of

the general cou.t.

is hereby repealed

the General

Laws,

hereby amended by adding'.the

subsect i cr.s : -

52

as

appea.i g

following

t..r

H 1000
V

(•)

'■

Notwithstanding the foregoing provisions of

fiscal

year

ending

this

section,

for

the

on Jurie thirtieth, nineteen hundred and ninety-four, reJ.

gional schools shall receive the sane amount of state aid that
in

. the

fiscal

year

ending

on

June

thirtieth,

they

nineteen

received

hundred

and

ninety-three: provided, however, that any regional school that received in the
fiscal year ending on Juno thirtieth, nineteen hundred and
x

than

seventy-six

percent

ninety-three

of the amount of state aid that it would have been

entitled to pursuant to the foregoing provisions of this section if
amount

had

less

.

the

full

been appropriated for such state aid in said fiscal year nineteen

hundred and ninety-three shall receive an additional state aid payment in fis¬
cal year nineteen hundred and ninety-four such that the total
each

regional

seventy-six

school

percent

pursuant

to

this

section

had

be

no

aid

for

less

than

of the amount of state aid that it would have been enti¬

tled to pursuant to the foregoing provisions
amount

shall

state

of

this

section

if

the

full

been appropriated for such state ald,'ln said fiscal year nineteen
y .•

hundred and ninety-three; provided, further, thatyany regional school district
that is newly established pursuant to section fifteen subsequent to June thir¬
tieth, nineteen hundred and ninety-two but prior to July first, nineteen

hun¬

dred and ninety-three shall receive seventy-six percent of the amount it would
otherwise

have

been entitled to receive for fiscal year nineteen hundred and

ninety-four expenses pursuant to the foregoing provisions of this section.
(f)

For

cal years,

fiscal

the amount

seventy shall
section

years nineteen hundred and ninety-four and subsequent
of

be deemed

state aid distributed as base aid pursuant
to be

Notwithstanding

other

aid pursuant

to this

trict

formed after

fiscal

five

district.
dollars

fiscal
Regional

per

rollment

cal

school
year

dollars

years

in the

said

foregoing provisions,

section,
year

shall

the provisions

of

regional

nineteen hundred and ninety-three

following the establishment of

regional

in

the

fiscal year

following

establishment

foundation enrollment

sub¬

amount

fiscal year

in the

53

school

fiscal

the

year

no

dis¬
imme¬
school

to

fifty

following the es¬
foundation en¬

the establishment of

fourth

-

for

equal

forty dollars per

regional

but

school

said regional

foundation enrollment

of said

-

in an

first

school district:

thirty dollars per

following tne

regional bonus aid,

be paid to any

bonus aid shall be payable

second

district;

per

the

foundation enrollment,

tablishment of

al

satisfaction of

to chapter

(e).

(g)

diate

in full

fis¬

in

said

region¬

the third fis¬

district:

twenty

following

the es-

K 100
.

tafclishment of said regional
enrollment

in

the

*■

'

;

school district; and,

foundati on

t«n dollars per

fifth fiscal year following the establishment of %Aid ff_

gional school district.

SECTION 35.

Said chapter 71 is hereby further

amended

by

striking

out

section 37, as so appearing, and inserting in place thereof the following tec•

t

\

tion:Section 37.

The

school committee in each city and town and each regional

school district shall have the power to select and to terminate
tendent,

shall

review

and

the

approve budgets for public education in the dis¬

trict, and shall establish educational goals and policies for the
the

district

superin¬

schools

in

consistent with the requirements of law and statewide goals and

standards established by the board of education.
SECTION 36.

Said chapter 71

is hereby further

amended

by

striking

out

section 37H, as amended by section 430 of chapter 133 of the acts of 1992, and
/'■

inserting in place thereof the following section:Section 37H.

The

superintendent

of

' 5

every school district shall publish

the district’s policies pertaining to the conduct of

teachers

and

students.

Said policies shall prohibit the use of any tobacco products within the school
buildings,

the

school facilities or on the school grounds or on school buses

by any individual,

including school personnel.

Copies of these policies shill

be provided to any person upon request and without cost by

the

principal

of

every school within the district.
Each
shall

school

district’s

policies

pertaining

include the following; disciplinary

assuring due process;
students;

to the conduct of students

proceedings,

including

procedures

standards and procedures for suspension and expulsion of

procedures pertaining to discipline of students with special needs;

standards and procedures to assure school building security and safety of stu
dents and school personnel; and the disciplinary measures to be taken in cases
involving the possession or use of

illegal substances or weapons, the

force, vandalism, or violation of other student’s civil rights.
cipline.

use

of

Code, of dis¬

as well as procedures used to develop such codes shall be filed with

the department of education for informational purposes only.
In each school building containing the grades nine to
the principal,
tribute

in consultation with the school council,

to each student a student

to the conduct of students.

twelve,

inclusive,

shall prepare and dis

handbook setting forth the rules per.aining

Tne school council shall review tne student hand

5;
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book each spring to consider' change*

fin disciplinary policy to take effect

September of the following school year,
time.

The

in

but may consider policy changes at any

annual, review shall cover all areas of student conduct,

including

but not limited to those outlined in this section.
Notwithstanding any general or special law to the
' handbooks shall contain the following provisions:

contrary,

all

student

.

I

(a)

Any student who if found on school premises or at school-sponsored or

school-related

events,

including athletic games,

in possession of a dangerous

weapon. Including, tbut net limited to. a gun or a knife; or a controlled
stance

as

defined

in

chapter ninety-four C.

sub¬

including, but not limited to.

marijuana, cocaine, and heroin, may be subject to expulsion from the school or
school district by the principal.
(b)

Any student who assaults a principal, assistant

teacher's

aide

or

other

principal,

teacher,

educational staff on school premises or at school/

sponsored or school-related events,

including athletic games, may

be

subject

A

I

to expulsion from the school or school district by the principal.
(c)

Any

student

who is charged with a violation of either paragraph (a)

or (b) shall be notified in writing of an opportunity for a.hearing:
however,

that the student may have representation, along with the

provided,

opportunity

to present evidence and witnesses at said hearing before the principal.
I

After
rather

said

hearing,

than expel

violated

either

a

a principal may,

student who has been determined by

paragraph

(a)

who decides that said student
the

school

committee

expulsion as
shall

in the school
the other
(d)

that,

will not

Any

•xpelled

counsel at
shall

*tuder.t

a

for choosing

remedy.

in his opinion,
pose a

provided,

threat

have

shall

the right

superintendent

not

be

that

state

in

suspension
statement,

safety,

security

to

have

any principal
writing

to

instead of

the

the

tne continued presence of

to the

to suspend

principal

this

and

student

welfare

of

pursuant

to

in the school.

have

hearing before

the

decide

the principal

however,

In this

student who has been expelled

student

to notify the

(b);

should be suspended shall

reasons

students and staff

these provisions shall

P**l

his

or

the most appropriate

represent

in his discretion,

to appeal

ten days

limited

The

superintendent.

solely

to a

has violated any previsions of

to

the

from the date of

of his appeal.
the

from a school

superintendent.
the expulsion

student
The

district

has

subject

the

in which
right

matter of

section.

to

the ap-

factual determination of whether

this

The

the

H 1C00
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(«)

When a student

applies

the

is expelled

for admission to another

the sending school

*

under

school

shall notify the

the provisions of
for acceptance,

superintendent of

tnis

the

the

section

*n<3

superintendent of

receiving school

of

reasons for the pupil's expulsion.
SECTION 37.

Section 37L

ficial Edition,

said chapter 71. as appearing

is hereby amended by adding

In addition,
their

of

the following three paragraphs:-

any school department personnel shall report

immediate supervisor an

incident

in the 1J90 Of¬

in

writing

to

involving a student's possession or use

of ^ dangerous weapon on school premises at any time.

Supervisors who receive such a weapon report shall file it with the super¬
intendent of said school, who shall file copies of said weapon report with the
local

chief

of police, the department of social services,

dent services or its equivalent

the office of stu¬

in any school district, and the

local

school

ml
committee.
oartment
student

Said superintendent,

of social services,
services or

involved

Its equlvelent.

provided,

eccepteblc

and representative from the de-

together with a representative from the office of

in s.id -e.pon report.

ing progrem:
with

police chief,

however,

shell err.nge sn esstss.ent of the student

Seid student shell be referred to e counsel¬
thet

stenderds es set

seid counseling shell

e

student

initial assessment.

A

student

involved

in

the

tr.nsferring

system with s complete school
shell

include,

but

not

be

violetion of cri.in.l ects or

follow-up essessment

into

e

locel

record of
limited
eny

in

eccordence

forth by the boerd of edueetion.

pletion of e counseling session,
by those

be

the

to.

shell be «ede of

s.id

system must provide the new school
entering

student.

eny incident,

incident

Upon eom-

report,

Seid

record

involving suspension or

in which such

student

charged with any suspended act.
SECTION 38.

Section 38

emended by striking out
SECTION 39.
so eppeering.

is

The

by

s.id

hereby

emended

by

in piece

thereof

S.id section

the following

71.

..

so eppeering,

is hereby

third peregreph of seid section 38 of s.id chepter

38 of

further emended by striking out

thereof

chept.r

the first end second peregrephs.

-committee' end inserting
SECTION *0.

of

striking

out.

in

line 33.

the following word:-

seid chepter

71.

word

district.

*s •= epP«*t‘"9-

the fifth p.r.gr.ph end

the

inserting

“ h'r'
in pi*”

two paragraphs:-

The superintendent,

by me.ns of comprehensive eveiuetion. sh.l- c.use
SChOCl

perfcrmer.ee

cf .11 teechers. principals, end .dmimstretor, within
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district

to be evaluated using any principles of evaluation established by the
•v*

board of education pursuant

to'section one B of chapter sixty-nine and by such
>

consistent,
quire,

supplemental performance standards as the school committee may re¬

including the extent to which students assigned to

administrators satisfy student academic standards or,

such

teachers

in the case of a special

education student, the individual education plan^ and the successful
tation

of

professional

development

thirty-eight 0; provided, however,
sistent

with

required

under

section

that such principles and standards be

The superintendent shall require the evaluation

of

con¬

administra¬

and of teachers without professional teacher, status every year and shall

require the evaluation of teachers with professional teacher status
once every two years.
the

implemen¬

the anti-discrimination requirements of chapter one hundred and

fifty-two B.
tors

plans

and

at

least

The procedures for conducting such evaluations, but not

requirement for such evaluations, shall be subject to the collective bar./

//

gaining provisions of chapter one hundred and fifty E.
i

Performance standards for teachers and
shall

be

established

other

purposes,

undertake

seek

be

for

collective

the

Prior to said reasonable period of time,

the school

a public hearing to comment on such standards.

an agreement, after such
shall

represented

collective
bargaining
representative
r
for a reasonable period of time to agree on teacher perform¬

ance standards.
shall

employees

all teacher performance standards shall be determined as

follows: The school committee and
shall

district

by the school committee upon the recommendation of the

superintendent, provided that where teachers arc
bargaining

sehool

reasonable

period,

teacher

determined by binding interest arbitration.

district

In the absence of

performance

standards

Either the school dis¬

trict or the teachers* collective bargaining representative may file
tion seeking arbitration with the commissioner of education.

a

peti¬

The commissioner

shall forward to the parties a list of three arbitrators provided by the Amer¬
ican

Arbitration

Association.

The school committee and the collective bar¬

gaining representative within three days of receipt of the list from the
missioner

of

com¬

education shall have the right to strike one of the three arbi¬

trators’ names if they are unable to agree upon a single arbitrator from among
the three.

The arbitration shall be conducted

in accordance with the rules of

the American Arbitration Association to be consistent with the
this

section.

In

reaching a decision,

of

the arbitrator shall seek to advance

the goals cf encouraging innovation in teaching and of

57

provisions

holding

teachers

ac-
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countable

for

improving

th* particular
school

student/performance.

*ocioeconomic condition*

district.

loth

shall

ba

the- student

population

Cf

the

the partias and tha arbitrator may adopt performance

standards astablishad by state or
standards

of

The arbitrator shall congid ’

national

incorporatad

agreement; provided, however,

into

organizations.

Tha
•

perrormance

tha applicabla collactiva bargaining

that any subsequent modification of tha parfor*-

*nca standards shall ba made pursuant to tha procaduras sat forth in this »«ct ion.
SECTION 41.
saction 38C,

Said chaptar 71 is haraby furthar

as

amended

by

striking

out

amended by chaptar 151 of tha acts of 1991, and inserting in

placa tharaof tha following section:Saction 38C.
upon

(a) Tha board of education shall

application

saction,

provisional

have

authority

to

grant

and standard certificates, as provided in this

to teachars, guidanca counselors and directors, school psychologists

i 3}
school librarians,

•

school nurses, audio-visual media1 specialists, unified

me-

>

^i*

specialists,

school business administrators, principals, supervisors, diy

rectors,
*ny

assistant superintendents of schools and superintandants of

certificate

issued

by

tha

schools.

board may ba revoked for causa, pursuant to

standards and procaduras established by the board.
regulations to carry out tha provisions of this

Tha board shall promulgate

saction:

providad,

however,

#

that

such

precedent
vided,

regulations

shall

not

require

a

masters degree as a condition

to the attainment of a standard certification in

further,

instruction;

pro¬

that a masters degree may be required as a condition precedent

to the attainment of a certificate of eligibility with advanced standing.
(b}
(1)

To

be

eligible for a provisional certification,

tha candidate shall

hold a bachelor's degree in arts or sciences from an accredited collage or

university with a major course

of

study

appropriate

to

field;

(2) pass a test which shall consist of two parts:

which

shall

demonstrate

tha

(A) a writing saction

the communication and literacy skills necessary for

effective instruction and improved communication between school
and

(B)

instructional

and

parents;

the subject matter knowledge necessary for the teaching specialization

endorsement

or

dorsement: and
requirements

the

general

subject matter knowledge for the elementary en¬

(3) be of sound moral character.
in

this

paragraph

Candidates who

the

shall be issued certificates of eligibility

which will permit them to seek provisional employment
requiring

complete

instructional certification.

cc

ir. '.teaching

positi°ns

H

1C0C

(c) Certificates of el-igability with advanced standing shali b« issued to
all

persons

who Met the testyrequirement pursuant to subsection (b) and who
V#V

have completed one of the following programs of

teacher

preparation:

(1)

a

college program, graduate or undergraduate, approved by the department of edu¬
cation

for the preparation of teachers; (2) a college preparation program in¬

cluded in the alternative certification reciprocity system of the National As¬
sociation of State Directors of Teacher Education and Certification (KA5DTEC):
I

(3j an out-of-state teacher education program approved by the National Council
for the Accreditation of Teacher Education (NCATE)or

(4)

an

out-of-state

■teacher education program not approved by the NCATE or MASDTEC but approved by
the board of education.
(d)

To

be eligible for the standard certificate in instructional fields,

except as Indicated in subsection (e), the candidate shall (1) possess a
visional

certificate

approved

district

subsection (g)

pursuant

or

private

to

paragraph (b);
school

pro¬

and (2) complete a state-

training

program

pursuant

to

while employed provisionally in a position requiring the rele/

vant endorsement to the instructional certificate.
(e)

Candidates who hold standard instructional certificates shall be

is¬

sued additional standard instructional endorsements where they meet provision¬
al

certification requirements without having to meet

the requirements in sub¬

section (d).
(f)
Teachers

A standard certification shall be issued for a term
who

have

been

of

five

years.

granted permanent certificates prior to June first,

nineteen hundred and ninety-three shall be granted standard instructional cer¬
tificates by the board.
(g)

Each public school district seeking to

hire

a

provisional

teacher

shali submit a plan to the department of education and receive approval
cordance

with

the

preparation programs.

same

procedures

used for initial approval of collegiate

No district shall be authorized to employ a provisional

teacher unless it has submitted a plan and received the approval of
missioner

of

in ac¬

education.

the

com¬

The department of education shall issue a standard

training program plan which districts may implement

in lieu of

developing

an

original plan.
Each plan shall describe the key elements of
in

accordance

the proposed training program

with guidelines established and published by the department of

H

1000

y.

education.

Districts!shal1

show>#vidence of

joint

sponsorship

of

training

program* with college* or univer*itie*.

Each approved di*trict training plan shall provide essential knowing* 4nd
skills to provisional teachers through the following phases of training: (lj A
full-time

seminar

and

practicum of no less than twenty days* duration which

takes place prior to the time at which the provisional teacher takes the

full

I

responsibility

for

a classroom.

The seminar and practicua shall provide the

format instruction in the essential areas for
subsection (h).

professional

study

listed

in

It should introduce basic teaching skills through supervised

teaching experiences with students.

The seminar and practicua

components

of

the experience shall be integrated and shall include an orientation to the po¬
licies,

organization and curriculum of the employing district.

ment shall not apply to provisional teachers who are holders

This require¬

of

certificates

1 t

of

eligibility

with

advanced standing:

(2) a period of intensive on-the-job

r

'

supervision beginning the first day on which the provisional
full

responsibility

ten weeks.
critiqued

for

teacher

assumes

a classroom and continuing for a period of at less:

During this time,

the provisional teacher

shall

be

visited

and

by members of a professional support team and shall be observed ar

formally evaluated at the end of ten weeks by the appropriately certified mem¬
ber of the team.

At

the end of the ten-week period,

the

provisional

teacher

#

«r>*n

r,c«iv,

a

forma:

written progress report from the chairperaon of the

•upport team: and (3) an addition.: period of continued supervision and evalu¬
ation of no lea. than twenty week, duration.

During this period,

the

prov.-

cional teacher .hall be vi.it.d and critiqued at l.a.t four time, and .hall be
observed formally and evaluated at least twice.
pass

without

a

formal observation.

provi.tonal teacher
(h)
in,

Ho -or. than two month, shall

Opportunities shall be provided for the

to observe the t.achin, of experienced colleagues.

Approximately two hundred hour, of formal instruction in the

topic.

Shall

b.

tollo,-

provided in all three phase, of this proqra. combine,).

This requirement shall not apply to provisional teachers who

are

hold

certificates of eligibility with advanced standing.
(1)

Curriculum and the curriculum frameworks established by the board.

,J)

student development,

(3)

The classroom,

the school and the home.

(i)

Training

supervision

and

student diversity and learning at all

of provisional teacher, in st.t.-.PP«
CO*-

alternative programs

shall

be

provided

by a

6:

prefessiona 1

SUP?C-'

H 1C0C

prised of « school principal* s Mentor teacher, a college faculty Member and a
’

curriculum .supervisor.
visors

!

*

District schools which do not employ curriculum super¬

or have been unable to establish a,-relationship with a college or uni¬

versity shall provide for comparable expertise on the team.

The school

prin¬

cipal shall serve as the chairperson of the team.
(j)

The

department of education shall coordinate the training efforts of

%

i

districts and shall establish regional programs for provisional teachers.

The

department shall also provide orientation programs for support team members.
(k)

Provisional teachers shall be observed and evaluated by appropriately

certified support team members.
shared

by

at

Evaluation of provisional teaehers

shall

be

least two, but no more than three members of the support team.

The department of education shall devise standardized criteria and forms for a
final comprehensive evaluation of each provisional teacher, conducted

at

the

end of the provisional period by appropriately certified support team members.
tj

(1) At

the

conclusion

of the state-approved district training program,

the chairperson of the support team shall prepare a /comprehensive
report of the provisional teacher's performance.
ted

evaluation

This report shall be submit¬

by the chairperson directly to the department of education and shall con¬

tain a recommendation as to whether or not a standard
issued

to the provisional teacher.

certificate

should

The final comprehensive evaluation report

on each provisional teacher shall be made on forms provided by the
of education.
(1) Approved:

Said report shall
recommends

be

department

include one of the following recommendations:

issuance of a standard certificate;

(2) Insufficient:

recommends that a standard certificate not be issued but that the candidate be
allowed to seek entry on one more occasion in the future into a state-approved
district training program: or
tificate

not

(3) Disapproved:

recommends that a standard cer¬

be issued and that the candidate not be allowed to enter

intc a

*t,te“*PProved district training program.
The support team chairperson shall provide the provisional teacher with
copy

a

of the provisional teacher’s written evaluation report and certification

recommendation before submitting it to the bureau of teacher

preparation

and

certification.
If
t ior.,

the

provisional

teacher disagrees with the chairperson's recommenda-

the provisional teacher may, within fifteen days,

P«r sor.
Pel lev es

writter.

submit to

the

chair-

materials documenting the reasons why the*, provisional teacher

standard certification should be awarded or a recommendation

61

of

in-
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v

sufficient

granted.

The chairperson shall forward all auch docu«.«.

.
'■“"•ntation to

y-

the bureau of teacher certification along with the evaluation rtoort
^ 5 ano

r#c_

r

ommendation concerning certification.

The provisional teacher »av

c°ntest tn*

unfavorable recommendation with the board of education.
Candidates

who

receive

a recommendation of "disapproved" or two or «or

recommendations of "insufficient" may petition the board of education for

ap¬

proval of additional opportunities to seek provisional employment in districts
other than those in which they received unfavorable recommendations.
didate

shall

The can¬

be responsible for demonstrating why he would be likely to suc¬

ceed if granted the requested opportunity.
(a)

All applications for certificates- shall be accompanied by a fee to be

determined annually by the commissioner of administration under the provisions
of section three B of chapter seven.
allow

the

Said fees shall be established so as

to

department's bureau of teacher certification to operate at no cost

h

to the commonwealth.

/ '

n

i

No person shall be eligible for employment by
teacher,

principal,

school psychologist,

supervisor,

director,

a

school

committee

school librarian, audio-visual

cialist,

unified media specialist,

school business administrator,

ent

schools

or

assistant

a

guidance counselor and director.

school nurse,

of

as

superintendent

media

spe¬

superintend¬

of schools unless he has been

»

granted by the board a certificate with respect to the type
which

he

seeks

employment;

provided,

however,

of

position

for

that nothing herein shall be

construed to prevent a school committee from prescribing additional qualifica¬
tions;

provided,

further,

that a school committee may upon its request be

ex¬

empt by the board for any one school year from the requirement in this section
to

employ

certified personnel when compliance therewith would in the opinion

of the board constitute a great hardship in securing teachers for the

schools

of a town.

During the time that such a waiver is in effect, service of an em¬

ployee

a school committee to whom the waiver applies shall not be counted

of

as service in acquiring professional teacher status or other rights under sec¬
tion forty-one.
For

the purposes of certifying provisional teachers,

programs at colleges or universities devoted to the
and other educational personnel.
proved

program

shall

certify

the board may approve

preparation

of

teachers

A college or university offering such an ap
to the board that a student has completed tne

program approved and shall provide the board with a transcr.pt o»

the rec

H 1000

This section shall not apply to„trade,,

.^

%

teachers,

exchange

'V

vocational,

temporary

substitute

»

teachers.^regionally licensed or certified teachers or to

teaching or administrative interns; provided, however, that approval
employment

of

such

shall
»

the

personnel shall be granted by the board under such rules

and regulations as it Bay adopt.
stitute"

for

As used in this section, a

"teaporary

sub¬

be one employed for less than a school year to take the place
*

of a regularly eaployed teacher who is absent by reason of Illness or by

rea¬

son of educational leave, maternity leave, military leave, sabbatical leave or
other

leave.

As used'in this section, a "teaching or adainistrative Intern"

sshall be a student who has completed his
seeks

student

teaching

requirements

additional experience in teaching or adainistrative positions.

and

As used

in this section a "regionally licensed or certified teacher" shall be

an

ap¬

plicant for a teacher's certificate in the commonwealth who has been granted a
regional license or certificate by another state Jurisdiction under terms of a
contract entered into pursuant to chapter seven hundred and forty-eight of the
i

ft-

acts of nineteen hundred and sixty-eight, the Interstate Agreement on Certifi¬
cation of Educational Personnel.
The

board

shall

have authority from tire to time to sake, amend and re¬

scind such rules and regulations as may be necessary to carry out

the

provi¬

sions of this section.
%

Except

as

otherwise

specifically provided in this section, no rights of

any employees of a school district under the provisions of this chapter

shall

be impaired by the provisions of this section.
An>

person,

who teaches children diagnosed as having autism,

approved by the department of education pursuant
seventy-one B

to the provisions of

not

be

chapter

who is legally present in the United States and possesses legal

author i 2at ior. to work, and who meets all other requirements of
•hall

in a school

certification,

denied certification solely because he is not a citizen of the

United States.
Anyone granted either a provisional or permanent
section

under

this

or currently holding such certification shall be required to maintain

the development of professional skills and the
pertinent

certificate

to

the areas of certification.

knowledge

of

subject

matter

Teachers who were authorized, per¬

mitted or approved under policies of the department of education to teach in a
•ubject or area for which there was no certification standard before September
first, nineteen hundred ar.d eichty-tvo,

63

shall acquire and maintain the

devel-

H 1CCC

opment

of

the

skills and trsijti^ng required of persons certified
to ‘••ch in

said subject or arts after that date.
It shall be one of the objectives of all
development

plans

to

satisfy

school

districts*

Professional

the professional development plan required of

construed

this section: provided, however, that this requirement shall not be
to

require that; a school district or the commonwealth provide funding for the

fulfillment of the professional development requirements of this

section

end

section thirty-eight 0 beyond the foundation budget.
The board shall establish policies and guidelines designating requirements
for any continuing education units, in-service seminars, projects, courses and
other

activities which would be deemed sufficient to maintain the development

of professional skills and the knowledge of subject matter pertinent
ticular

certificates.

to. par¬

The board shall establish for each certification area

alternate methods for fulfilling the professional development requirement,
least

one

of

which

shall

be

provided at no cost to persons employed by a

school district who are engaging in such activity for the purpose of
ing

at

the professional development requirements of this section.

satisfy¬

The board may

t

also develop methods of assessing an individual's teaching skills
edge.

In

developing

these policies,

and

knowl¬

guidelines and assessment methods, the

board shall obtain the input of teachers, administrators and

educational

ex-

t

perts.

Such policies shall provide that a teacher who is to be employed in a

position in an area of certification in which he is
nor

currently

certified,

not

currently

employed,

but for which he held a certificate which had been

valid within the three years

immediately preceding the starting

date

ployment

shall be given a reasonable period,

as determined

in

by the board,

this position,

to fulfill a professional development

plan

his currency in the relevant subject matter knowledge,

which

of

em¬

demonstrates

and requalifies him for

certification in said area.
The

board

shall,

in establishing said policies and criteria for profes¬

sional development, give special consideration to the unique financial or time
constraints these policies may require.

The board may also develop methods of

assessing an individual’s teaching skills and knowledge.
policies,

guidelines and assessment methods,

In developing

these

the board shall obtain the

input

of teachers, administrators and educational experts.
All permanent certificates shall have a term of five years
renewable

for

additional

terms of five years.

All

and

shal-

applications for

be

renewal

H 1000

shall be accompanied by • fee to be 'determined annually by
administration

the

secretary

under the provisions of section three B of chapter seven.

plicants for renewal shall submit documentation demonstrating

their

of
Ap*

fulfill-

ment of the professional development requirements established by the board.for
the certificates they seek to renew.
SECTION 42.

Said

chapter 71 is hereby further amended by inserting after

section 30P the following section:Section 310.
implement

a

Every school district in the commonwealth

professional

development

shall

adopt

and

plan for all principals, teachers and

other professional staff employed by the district, to include the professional
support teams established pursuant to
shall

update

such

section

thirty-eight C,

and

annually

plans and set forth a budget for professional development

within the confines of the foundation budget.

Said plan shall Include

train¬

ing in the teaching of new curriculum frameworks and other skills required for
.!

the

effective

implementation

of

• )

this act, including participatory decision

A
making, and parent and community involvement.
training

for

members

of

i

Said' plan

shall

also

include

school councils, pursuant to section fifty-nine C-

Said plan may include teacher training which addresses the effects

of

gender

bias in the classroom.
The commissioner of education fpr the commonwealth shall prepare each year
•

plan

for providing statewide assistance' in the preparation and implementa¬

tion of professional development plans.
the

secretary

of

providers.
**’

A

from

consult

with

education and the higher education coordinating council in

developing said plan.
assistance

The commissioner shall

This plan shall evaluate the feasibility

institutions

of

higher

education

and

of

obtaining

private

service

The plan shall be submitted to the board of education for

approv-

copy of said plan shall be submitted to the joint committee on educa¬

tion, arts, and humanities of the general court.
SECTION 43.
cial Edition,

Section 41 of said chapter 71, as appearing in the 1990 Offi¬

is hereby amended by striking out the first

paragraph

and

in-

se.ting in place thereof the following three paragraphs:Eor

the purposes of this section, a teacher,

justment counsellor, or school psychologist
chools o.

has

served

in

school ad¬
the

public

a school district for three consecutive years shall be considered a
and

metier,

who

school librarian,

sha_. be entitled to professional teacher status as provided in

ferty-tw;.

Tne superintendent of said district,

upon the

recommenda-

>

H 1CC0

tion of the principal, »ay award' *uch atatu* to any taachar who has served
tha

jn

principal's school for not lass than ona yaar or to a taachar who has ob-

tainad such status in any othar public school district in tha coanonwaalth.

a

taachar without profassional taachar status shall ba notifiad in writing on or

bafora Juna fiftaanth whanavar such parson is not to ba aaployad for tha

Col-

}

lowing school yaar.
without

such

Unlass such notica is givan as harain providad, a taachar

status shall ba daaaiad to ba appointad for tha following school

yaar.

School principals, by whatavar titla thair positions »ay ba
not ba raprasantad in collactiva bargaining.

known,

shall

School principals nay antar into

individual anploynant contracts with tha districts that anploy than concarning
tha tarns and conditions of thair anploynant.
Excapt

as

providad

harain,

saction forty-two shall not apply to school

principals, assistant principals or dapartmant haads;, although nothing in this
if-

saction shall dany to any principal, assistant principal

or

dapartnant

haad

#*

any

professional

teacher

statu, to which h, ,h.ll otherwise be entitled.

principal, aaaiatant principal, department haa<! or othar
served

in

supervisor

who

superintendent

may dismiss a principal.,

Only

A principal, assistant principal,

dapartmant haad or othar supervisor shall not ba dismissed unlass ha has
furnished

with

a

written notica of

the qround, for tha dismissal, and,
sonable

ha,

that position in tha public school, of tha district for thraa con-

aacutiva yaar, shall not ba dismissed or demoted accept for pood causa.
a

A

opportunity

within

been

int.nt to dismiss with an explanation of

if ha so requests, has been piven

a

rea¬

..van day. after r.c.ivin, such notice to r.via-

th. decision with tha sup.rint.nd.nt at which m.atinp

such

employe,

may

raprasantad by an attorney or othar r.pr.s.nt.tiv. to pr.s.nt information p.rtaininp

to tha basis for tha decision and to such employee's status.

A prin¬

cipal. assistant principal, dapartmant haad or othar supervisor may
viaw of a dismissal or demotion decision by filin, a p.tition with tha commis¬
sion,,

for

arbitration.

Isc.pt a. providad harain, tha proc.dura. for arbi¬

tration. and th. time allowed for tha arbitrator to is.ua a decision, shall be
th, same as that
parties

with

in .action forty-two.

the

Th.

commissioner

shall

provide

name, of three arbitrators who are members of the American

Arbitration Association.

Th, arbitrators shall b. diff.r.nt from those devel¬

oped pursuant to section forty-two.

The parties each shall have th. r.pht

H

100C

•trike

one of

the three arbitrator'• names if they are unable to agree upon a

,
’
single arbitrator from amongst,the three.
■ ■

f**

•

SECTION 44.

^

,

*

Said chapter 71 is hereby further

amended

by

striking

out

f

section 42, as so appearing, and inserting in place thereof the following section:Section 42.
assigned

A principal may dismiss or demote any teacher or other person

full-time

to

the school, subject to the review and approval of the

superintendent! and subject to the provisions of this
tendent

may

dismiss

section,

any employee of the school district.

the

supmrim-

In the case of an

•amployec whose duties require him to be assigned to more than one school,

and

in. the case of teachers who teach in more than one school, those persons shall
be

considered to be under the supervision of the superintendent for all deci¬

sions relating to dismissal or demotion for cause.
A teacher who has been teaching in a school system

for

at

least

ninety

calendar days shall not be dismissed unless he has been furnished with written
notice

of

Intent

to

x

dismiss and with an explanation of the grounds for the
/

dismissal in sufficient detail to permit the teacher to respond and
relating

to the grounds for dismissal, and,

if he so requests, has been given

a reasonable opportunity within ten school days after receiving
notice

to

review

the

and

to

such

written

decision with the principal or superintendent, as the

case may be, and to present
sion

documents

information pertaining to the basis for the

the teacher's status.

deci¬

The teacher receiving such notice may be

represented by an attorney or other representative at such a meeting with
principal

or

superintendent.

Teachers

the

without professional teacher status

shall otherwise be deemed employees at will.
A teacher with professional teacher status, pursuant to section forty-one,
shall not be dismissed except
duct unbecoming a teacher,

for inefficiency,

insubordination or

incompetency,
failure

on

incapacity, con¬

the

part

of

the

teacher to satisfy teacher performance standards developed pursuant to section
thirty-eight of this chapter or other just cause.
A

teacher with professional teacher status may seek review of a dismissal

decision within thirty days after receiving notice of his dismissal by
* petition for arbitration with the commissioner.

filing

The commissioner shall for-

ward to the parties a list of three arbitrators provided by the American Arbi¬
tration

Association.

Each person on the list

t.on&i Academy cf Arbitrators.

The parties

-

6

'

-

shall be accredited by the Na-

each

shall

have

the

right

to
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■ trike - one of the three arbitracers*• names if they are unable to agree upon
single arbitrator from amongst the three.
in

accordance

with

the

The arbitration shall be

rules of the American Arbitration Association to be

consistent with the provisions of this section.
the

conducted

The parties each

shall

hav«

right to strike one of the three arbitrators' names if they are unable to

agree upon a single arbitrator from amongst the three.

The board of education

k

shall determine the process for selecting arbitrators for the pool.

The

f«t

for the arbitration shall be split equally between the two parties involved in
the arbitration.
At the.arbitral hearing, the teacher and the school district may be repre¬
sented by an attorney or other representative, present evidence, and call wit¬
nesses and the school district shall have the burden of proof.
whether

the

district

has

section,

the arbitrator shall consider the best

In determining

proven grounds for dismissal consistent with this
*
interests of the pupils in the
1

i*

district and the need for elevation of performance standards.
( V

J

The arbitrator's decision shall be issued within one month from

the

com-

y

pletion

of the arbitral hearing, unless all parties involved agree otherwise,

and shall contain a detailed statement of the reasons for the decision.
a

finding

that

this section,
any

the

dismissal was improper under the standards set forth in

the arbitrator may award back pay, benefits,

reinstatement,

other appropriate non-financial relief or any combination thereof.

no circumstances shall
nal

Upon

damages,

statement.

or

Under

the arbitrator award punitive, consequential, or

compensatory damages other than back pay,

In the event

the teacher is reinstated,

the

and

nomi¬

benefits or rein

period

between

the

dismissal and reinstatement shall be considered to be time served for purposes
of

employment.

The arbitral decision shall be subject to judicial review as

provided in chapter one hundred and fifty C.
edies provided by statute,

With the exception of other rem¬

the remedies provided hereunder shall be the exclu

sive remedies available to teachers for wrongful termination.
erning

The rules

gov

this arbitration procedure shall be the rules of the American Arbitr

tion Association as pertains to arbitration.
Neither this section nor section forty-one shall affect the right of
perintendent to lay off
cation

resulting

from

rs pursuant
teachers pu
declining

teacher with professional teacher
due* 1 on

in

force cr

to reductions in force or

reorgani ^

enrollment or other budgetary reasons
hall be laid eff*-pursuant to
status srj

reoroar. iration if

-

66

there is a teacher v i t hou. such

-

«

No

rf

H 100C
*
* .
-S-"
for who** position the covered employ** is currently
t -r *
>_r''

*

with

certified.

No

teacher

*

*uch status shell be displaced by s store senior teacher with such status
%

in accordance with the terms of a collective bargaining agreement or otherwise
unless the more senior teacher is

currently

qualified

pursuant

to

section

thirty-eight C for the junior teacher's position.
*

SECTION 45.

Section forty-two A of said chapter seventy-one is hereby re¬

pealed .
SECTION 46.

Said

chapter 71

is

hereby

further amended by striking out

section 42S, as appearing in the If90 Official Edition, and inserting in place
thereof the following section:Section 421.
granted

The provisions of this chapter relating to school

certificates in accordance with section thirty-eight C shall apply to

all such school personnel employed by regional
school

personnel

personnel

who

school

districts.

Any

such

have professional teacher status or other rights under

Yf
section forty-on* in a particular school districtwhose positions are
seded

super-

by reasons of the establishment and operation of a regional school disj

trict, shall be employed with the same status by the regional school district.
All such school personnel employed by regional school districts shall ini¬
tially be placed on the salary schedule of the district so
to

be

paid

that

compensation

to such school personnel shall not be less than the compensation
*

received by such school personnel while previously employed with the same sta¬
tus.
Such school personnel shall also be given credit by
•district

committee

the - regional

school

for all accumulated sick leave and accumulated sabbatical

leave years of service while employed with such status and for

terminal

com¬

pensation due such school personnel on the termination of such service.
All

such

personnel without such status in a city or town in the district

whose positions are superseded by reason of the establishment and operation of
a regional school district shall be elected to serve in such district

by

the

regional school district committee; provided, however, that there is an avail¬
able

position which such person is certified to fill.

All such personnel em¬

ployed by regional school district committees shall initially be placed on the
-y schedule of the regional school district so that the compensation
such

school personnel shall not be less than the compensation received by

such school personnel while previously employed by a local*, school
Sum

paid

school

committee.

personnel shall also be given credit by the regional senool dis-

6?

h

loec
* /

'

, »

.

<r

trict committee for all accumulated sick leave, accumulated time toward*
vice

%

with such status, and accumulated sabbatical leave yeara of »ervjc*

t d

for terminal compensation due auen achool peraonnel on the termination of »uch
service.
Any employee subject to the provisions of chapter thirty-one. employed
the

by

school committee of a town, whose position is superseded by reason of the

establishment and operation of a regional school district shall be employed by
{thc regional school district without loss of any civil service or other rights
previously acquired by him.
This section shall also apply to all school personnel with such status
local

trustees

of

for vocational education, and any such school personnel whose

positions are superseded by reason of the establishment and operation of.a re¬
gional school district shall be employed by the regional school district

with

the same status.
S'.

Any

such

school personnel, employed by a regional school district, whose

position is abolished or eliminated by reason of the disestablishment and dis-jf

continuance of the regional school district or the withdrawal of a member com¬
munity from such district shall be employed by one of the withdrawing city
town

or

school committees, and if any such personnel have such status, such per¬

sonnel shall be employed by such city or town, school committee with the

same

f

status.

In the event that there are not sufficient teaching positions availa¬

ble

the

in

withdrawing city or

town school systems,

such personnel shall be

offered the available positions for which they are currently certified in
order

of their seniority in the regional school district.

the

All such personnel

so employed by a city or town school district shall initially be placed on the
salary schedule of such city or town school district so that the

compensation

paid to such school personnel shall not be less than the compensation received
by such school personnel while previously employed by the regional school dis¬
trict.

Such school personnel also shall be given credit by the city or town

school committee for all accumulated sick time, accumulated time towards
vice

ser¬

with such status, and accumulated sabbatical leave years of service, and

for terminal compensation due such school personnel on the termination of such
service.
SECTION 47.
section

<20.

sect icr.:-

as

Said chapter 71
so

appearing,

is hereby further

amended

by

striking

and inserting in place thereof the

out

following

H 1000
Section 420.

The superintendent may suspend any employee
t

V'

•

district subject to the provisions of this section.
■ay

suspend

any

of

the

school

The principal of a school

teacher or other employee assigned to the school subject to

the provisions of this section.
notice

of

k

Any employee shall have

seven

days

written

the intent to suspend and the grounds upon which the suspension is

to be imposed; provided, however, that the superintendent may, for good cause,
require the immediate suspension of any employee, in which case
shall

the

employee

receive written notice of the Immediate suspension and the cause there*

for at the time the suspension is imposed.

Th* employee shall be entitled (1)

to review the decision to suspend with the superintendent or principal if -said
decision to suspend was made by the principal; (11) to be represented by coun¬
sel in such meetings; (ill) to provide information pertinent to

the

decision

and to the employee's status.
No teacher or other employee shall be suspended for a period exceeding one
/

r

month, except- with the consent of the teacher or other employee, and no terchii

er

or other employee shall receive compensation for any period of lawful sus¬

pension.
No teacher shall be interrogated prior to any notice given to him relative
to the suspension unless the teacher or other

employee

is

notified

right to be represented by counsel during any such investigation.
teacher

or

shall

his

A suspended

other employee may seek review of the suspension by following the

arbitration procedures set forth in section forty-two.
tion

of

Nothing in

this

sec¬

be construed as limiting any provision of a collective bargaining

agreement with respect to suspension of teachers or other employees.
SECTION 48.

Said chapter 71 is hereby further

section 43, as so appearing,

amended

by

striking

out

and inserting in place thereof the following sec¬

tion :Section 43.

The

salary

of no teacher employed with professional teacher

status in any city or town except Boston shall be reduced without his

consent

except by a general salary revision affecting equally all teachers of the same
salary

grade

in

the town or except

in connection with a reduction in status

from full-time to part-time pursuant to a reduction in
declining

enrollments

or

resulting

from

other budgetary reasons or pursuant to reorganiia-

tions for academic or budgetary reasons.
°«he.

force

Nothing in this section

or

in

any

section of this chapter shall be construed to prevent a school district

f.cm entering

into an individual annuity contract for such

employee

or

from

h 100:
.*•*'

t.dueln,

th.

•

*

..l.ry or c0.p«n,.tlon of .uch ..ploy, put.u.nt ,o ,uch .
wn agree-

«nt for th» porpo.. of .uch porch...

.uthorL.d by ..ction thirty—
»

SICTION 49.

Sections forty-thr.. A

.nd

forty-thr.. B

of

*”Vfn

...a

rK
ch*pter

seventy-one art hereby repealed.
50.

Section 47A

of said chapter 71, as

appearing in the 1990 Of-

»

facial Edition,

is hereby

amended

by

striking

out

*

"committee" snd inserting in place thereof the wordiIECTIOH SI.

bid

Chopt.t 71

1,

h,„by

in

line 1,

the

word

superintendent.

by ,ttUlnj #ut

furth.r

••ction 41. «» ,o appearing, and Inaartlng In plac.;th.r.of the following
tion:Section 41.

The principal at each school, subject to the direction of the

superintendent,
books

and

shall, at the expense of the school district,

other

school

supplies,

text¬

and consistent with the district policy,

shall loan them to the pupils attending such school free of
struction

purchase

charge.

if

in¬

is given in the manual and domestic arts, t^e principal .ay so pur¬

chase and loan the necessary tools,

implements and Materials.

The

principal

shall also, at like expense, procure such apparatus, reference books and other
Means

of

illustration, as aay be needed.

Said purchases shall be Made in ac¬

cordance with chapter thirty B and within the purchasing guidelines adopted by
the municipality where such purchases'are made if such guidelines exist.
I

SECTION 52.

Section 59 of said chapter 71. as

so

appearing,

is

hereby

amended by striking out the second sentence and inserting in place thereof the
following

four

sentences:—

A

superintendent employed under this section or

section sixty or sixty—three shall manage the system in a
with

state

fashion

consistent

law *nd the policy determinations of that school committee.

Upon

the recommendation of the superintendent,

the school committee may also estab¬

lish and appoint positions c£

or

shall

report

to

the

assistant

associate

superintendents,

superintendent, and the school committee shall fix the

compensation paid to such assistant or associate superintendents.
committee

who

The

shall approve or disapprove the hiring of said positions.

school
Such ap¬

proval by the school committee of the recommendation shall not be unreasonably
withheld;

provided,

however,

that upon the request of the

superintendent

the

school committee shall provide an explanation of disapproval.
SECTION 52.

Said

chapter 71

section 55B, as so appearing,
three

sections:-

and

is

hereby

inserting in

further amended by striking out
place

thereof

the

following

H

10CC

Section 59B.

The

*up«rintended of a achool district shall appoint prin-

f

‘

\ ,: +

cipals for.each public achool within the district at
determined

in

accordance

levels

of

compensation

with policies established by the school committee.

Principals employed under this section shall be the educational administrators
and managers of their schools and shall supervise the operation and management
of their schools and school property, subject to the supervision and direction
s

•

’

of the superintendent.
sponsible,

*

Principals employed under this section

shall

be

re¬

consistent with district personnel policies and budgetary restfic-

tions and subject to the approval of the superintendent, for hiring all teach¬
ers, instructional or administrative aides, and other

personnel

assigned

to

the school, and for terminating all such personnel, subject to review and pri¬
or

approval by the superintendent and subject to the provisions of this chap¬

ter.
of

This section shall not prevent one person from serving as the
two

or

principal

more elementary schools or the use of teaching principals in such

schools.
•'f

*

J

It shall be the responsibility of the principal' in consultation with

pro¬

fessional staff of the building to promote participatory decision making among
all professional staff for the purpose of developing educational policy.
The

school

superintendent

of a city or town or regional school district

including vocational-technical schools, may also

appoint

administrators

and

>

0th.t

personnel not assigned to p.rtieul.r schools, at level, of compensation

determined in accordance with policies established by the school committee.
Section S9C.
tional

school

At each public elementary, secondary and

independent

in the commonwealth there shall be a school council consisting

of the school principal, who shall co-chair the council: parent,
attendin,

of

student,

,h, school who shall be selected by the parent, of student, attend¬

ee such school who will oe cnoser. in election, held by the
Parent

voca¬

teacher

local

racognited

org.nir.tion under the direction of the principal, or if non.

Mists, chosen by a representative process approved by the

school

committee.

Said parent, shall have parity with professional personnel on the school coun¬
cils:

teachers

who

shall

be selected by the teacher, in such school: oth.r

persons. no: parents or teachers of students at the school,
groups

drawn

such

or entities as municipal government, business and labor organitations,

institution, of higher education, human service, agencies or other
groups;

from

interested

and for scnools containing any of the grades nine-.to twelve, at leas*

one such student; provided, however,

that not mere that fifty percent

i

-

of

the

. H 1000

.

I

>*

council

J

#

shall b« non-school members.

The principal, except as otherwi*', pro_

vided herein, shall have the responsibility for defining

the

composition

0f

and forming the group pursuant to a representative process approved by the su¬
perintendent and school committee and for convening the first meeting no later
than

forty days after the first day of school, at which meeting a co-chairman

shall be selected.

School councils should be broadly

representative

of

the

I

racial

and

ethnic

diversity of the school building and community.

Fpr pur¬

poses of this paragraph the term "non-school members" shall mean those members
of the council, other than

parents,

teachers,

students

and

staff

of

the

school.
Nothing contained in this section shall require a new school council to be
formed

if an existing school council fulfills the intent of this section, the

parent and teacher members thereof were selected in a manner
the

provisions

of

consistent

with

this section and the membership^thereof complies with the
>C

aforesaid fifty percent requirement.

'H

Meetings of the school council shall be subject to the provisions of
tions

twenty-three A,

twenty-three B

and

twenty-three C

of

sec¬

chapter

thirty-nine.
The

school

and shall assist
dents

council shall meet regularly with the principal of the school
in the identification of t»>« educational needs

attending the school,

The principal of each school,
pursuant

to

this

in consultation with the school council

section

shall

including the student perform
section

one

for«ul.t.

D

of

chapter

consistent with any educational policies established for the

dUtrict. ,h»U ...... the n..d, of the .chocl in li«ht of
,h.ll

es¬

adopt educational goals for the

ance standards, adopted by the board pursuant to
and

stu¬

as provided below.

schools consistent with the goals and standards

sixty-r.ine,

the

in the review of the annual school budget, and in

the formulation of a school improvement plan,

tablished

of

*

the.

school i.prove.ent pl.n to .dv.nc. tuch go.lt.

,ueh needt »nd to improve ttudent performance.

go.lt.

»»<!

to .ddr.tt

The pl.n th*ll include .n

»t

.....ent of the r.p.ct of cl... tit. on ttudent performance, »nd th.ll contider ttudent
»nd

to te.ch.r r.tio. .nd other f.ctort and supportive .dult resource..

n.y include . scheduled pl.n for reducing cl.ss sire.

The pl.n sh.ll »<>

dress profession.l development for the school', prof.tsion.l st.ff, the
ca

tion

.no¬

of .ny profession.! development funds in the .nnu.l school budget, the

enhancement of parental

involvement

in the life zi the sc

hoc1,

safety * nd dis-

H 1000
clpline,
w

the establishment of a welcoming school environment characterized
'

%

tolerance and respect for all groups, extracurricular activities,

bv
•

the develop-

e

■ent

of

means

possible,

for meeting the diverse learning needs of as many children as

including children with special needs currently assigned to separate

programs, within the regular education programs at the school, and
ther subjects as the principal,

such

fur-

in consultation with the school council, shall
I

consider appropriate.
ulations

the

In school districts with language minority student pop¬

professional

development plan under this section shall specify

how the plan will address the need for training and skills in second
acquisition

language

and in working with culturally and linguistically diverse student

populations.

Each school improvement plan shall be submitted

committee for review and approval every year.

to

the

school

If said school improvement plan

is not reviewed by the school committee within thirty days of said school com.
the plan shall be deemed to
*

mittee

receiving

said

school

improvement plan,

have been approved.
4»

»
f t

Nothing contained in this section shall prevent- the school committee

from

granting a school council additional authority in the area of educational pol¬
icy: provided, however,

that school councils shall have no authority over met-

ters which are subject to chapter one hundred and fifty I.
Section 59D.

Superintendents

and

principals in every school district in
9

the commonwealth shall
partnerships

pursue

opportunities

to

that may advance policy development,

establish

school-community

staff development,

curricu¬

lum development,

instructional enrichment and may provide material and

cial

The

support.

commissioner of education shall assist

with the establishment of school-community partnerships.
ation,

finan¬

in and facilitate

Subject to appropri¬

the board shall establish a grant program to assist school districts in

developing and implementing such partnerships.
SECTION 54.

Section 67 of said chapter 71, as

so

appearing,

is

hereby

amended by adding the following paragraph:A school district shall neither

(i) employ a member of the immediate fami¬

ly of a superintendent, central office administrator, or school committee mem¬
ber,

no:

(ii) assign a member of the immediate family of the principal as an

employee at the principal’s school, unless written
*chocl

committee of the proposal

notice

is

given

to employ or assign such person at

weeks in advance of such person’s employment or assignment*.

As used

to

the

least two
in

this

H 10C0

section,

"immediate family- shali'have the meaning1 assigned by subs*Ct:on
(•)

of section one of chapter two hundred and sixty-eight A.
SECTION 55.

Said chapter 71 is hereby further amended by addin9

fol¬

lowing section:Section 89.

A

school shall be a public school, operated under t

charter

charter granted by the secretary of education, which operates independently of
•
»
any school committee and is managed by a board of trustees.
The board of
trustees

of

a charter school, upon receiving a charter from the secretary of

education, shall be deemed to be public agents authorized by the

commonwealth

to supervise and control the charter school.
The

purposes

for

establishing charter schools are: (1) to stimulate the

development of innovative programs within public education; (2) to provide op¬
portunities for innovative learning and assessments;

(3)

to

provide parents

and students with greater options in choosing schools within and outside their
school

districts;

(4)

to

P

provide

teachers vith^a vehicle for establishing

schools with alternative, innovative methods
school

structure and

management;

(5) to

of

educational instruction

and

encourage performance-based educai

tional programs and:
able for

(6)

to hold teachers and

or

entities

eligible*'

a charter school shall include,

tion

account¬

students' educational outcomes.

Persons

entity,

school administrators

to

submit

an

application

but not be limited to, a business or corporate

two or more certified teachers or ten or more parents.

may

to establish

Said applica¬

be filed in conjunction with a college, university, museum or other

similar entity.

Private and parochial,

schools

shall

not

be

eligible

for

charter school status.
The

secretary

of

an application for the
that said

application

charter school.

There

education
approval
shall
shall

shall
of

a

charter

include
be

no

establish

the

the information needed in

school;
method

application

fee

provided,

however,

for

admission

to

a

for

admission

to

a

charter school.
Applications to establish a charter school shall be submitted each year by
February

fifteenth.

The secretary of education shall review the applications

no later than March fifteenth.
The secretary of education shall make the final determination on
charter

granting

school status and may condition charters on the charter school s tak

inc certain actions or maintaining certain ccnditions.

-

-»t

No more

than

t went y-

H

100C

five

charter

schopls

shall be allowed to operate In the commonwealth at any
.

*

time.

./

<

•

Of these, no more then five shall be located in the city of Boston;

more

than

five shall be located in the city of Springfield; and no more than

two shall be located in any other city or town.
the

no

Under no circumstances

efiall

total number of students attending charter schools in the commonwealth be

allowed to be greater than three-quarters of one percent of the

total

number

of students attending public schools in the commonwealth.
charter

A

school

established

under

a

charter

granted

secretary shall be a body politic and corporate with, all powers
•desirable

for

carrying

out

by

necessary

the
or

its charter program, including, but not limited

to, the following:
(a)

to adopt a name and corporate seal; provided, however, that

any name

selected must Include the words "charter school":
(b)

to

sue

and

be

sued,

but

only

to

the

same extent and upon the

same conditions that a town can be sued;
(c)

to acquire real property, from public or private

sources,

by lemme.

lease with an option to purchase, or by gift, for use as a school facility;
(d)

to receive and disburse funds for school purposes;•

(e)

to

make contracts and leases for the procurement of services, equip¬

ment and supplies; provided,

however,

that if the

board

intends

to

procure

*

substantially all educational services under contract with another person,
terms

of such a contract must be approved by the secretary,

the original charter or by way of an
that

the

amendment

thereto;

either as part of

provided,

secretary shall not approve any such contract terms,

effect of which is to avoid the prohibition of this

section

the

further,

the purpose or

against

charter

school status for private and parochial schools;
(f)

to incur temporary debt

in anticipation of receipt of funds;

(g)

to solicit and accept any grants or gifts for school purposes;

(h)

to

have such other powers available to a business corporation formed

under chapter one hundred and fifty-six B that are not

inconsistent with

this

chapter.
Charter schools shall be open to all students, on a space available basis,
and

shall

creed,

not

discriminate

sex, ethnicity,

and

the

basis of race,

color, national origin,

sexual orientation, mental or physical disability,

ancestry, athletic performance,
language,

on

special need,

academic achievement.

or

proficiehcy

in the

age,

English

Charter schools may limit enrollment tc
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•

tK

specific grade level* or areas of' focus of-the

school,

»athem*ti

such as

science or the arts.
f

charter

A

school may establish reasonable academic standards as a condi

tion for eligibility, for applicants.
school

a

chart*:

shall be given to students who reside in the city or town in which th*

charter school is located.
to

Preference for enrollment in

If the total number of students who

are

eli9ibi,

attend and apply to a charter school and who reside in the city or .town in

which the chapter school is located, or are siblings of students
tending

said

charter

already

at¬

school is greater than the number of spaces available,

then an admissions lottery shall be held to fill all of
school from among said students.

the

spaces

in

that

If there arc more spaces available than eli¬

gible applicants from the city or town in which said charter school is located
and

who

arc

siblings of current students, and more eligible applicants than

spaces left available, then a lottery shall be held to determine which of said
>i

applicants shall be admitted.

There shall be no tuition charge

for

students

attending charter schools.
A

student

may withdraw from a charter school at any time and enroll in a

public school where said student resides.

A student may

be

expelled

from a

charter school based on criteria determined by the board of trustees, and
proved

by

the

secretary

ap¬

of education, with the advice of the principal and

tcacner s.
A

charter

school

school building,

may

be

located

in

part

of

an

in space provided on a private work site,

ing, or any other suitable location.

existing

public

in a public build¬

A charter school may own,

lease or

rent

its space.
A charter school shall operate
visions

of

lav

in accordance with its charter and the pro¬

regulating other public schools; provided,

however,

that the

provisions of sections forty-one and forty-two shall not apply to employees of
charter schools.

Charter schools shall comply with th* provisions of chapters

seventy-one A and seventy-one B;

provided,

however, that th* fiscal

responsi

bility of any special needs student currently enrolled in or determined to re
quire

a

private

day or residential school snail remain with th* schoo- dis

trict where the student resides.
Students

in

charter

performance standards,
education fer students

schools

shall

be

required

to

meet

the

testing and portfolio requirements-set by the board
in other public schools.
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The board of trustees,

in consultation with the teachers,
,

shall

determine

y,*

*

y'

*

the school's curriculum and develop the school’s annual budget.
employees of charter schools shall be considered public employees for pur¬
poses of tort liability under chapter two hundred and fifty-eight and for col¬
lective

bargaining purposes under chapter one hundred and fifty E.

The board

of trustees shall be considered the public employer for purposes of tort

lia-

f

bility

under said chapter two hundred and fifty-eight and for collective bar¬

gaining purposes under said chapter one hundred
ployed

by

a

and

fifty E.

Teachers

em¬

charter school shall be subject to the state teacher retirement

system under chapter thirty-two and

service

in

a

charter

school shall

be

"creditable service" within the meaning thereof.
Each

local

school district shall be required to grant a leave of absence

to any teacher in the public schools system requesting such leave in order
teach

in charter schools.

to

A teacher may request a leave of absence for up to

two years.
r*

At the end of the two year period,
superintendent

that

such

the teacher may make a

request

leave be extended for an additional

two years, and

approval for said request shall not be unreasonably withheld or he
to

his

former teaching position.

At the end of the fourth year,

may either return to his former teaching position or,
ue teaching at the charter school,

to the

may return
the teacher

if he chooses to contin-

resign fr'om his school district position.

Notwithstanding section fifty-nine C,

the internal form of governance of a

charter school shall be determined by the school's charter.
A charter school shall comply with all applicable state and federal health
and safety laws and regulations.
The children who reside in the school district in which the charter school
is located shall be provided transportation to the charter school by the resi¬
dent district's school committee on the same terms and conditions as transpor¬
tation is provided to children attending local district schools.
do not reside in the district

in which the charter school is

•ligible for transportation in accordance with

Students who

located shall be

section twelve

B

of

chapter

seventy-six.
Each

charter

school

shall

submit

to

the

secretary,

to

each parent

or guardian of its enrolled students, and to each parent or

guardian

Pla.ino enrollment

in that charter school an annual report*.

The annual report

s..a..

r.c

be

issued

later

than August

7?

contem-

first of each year fer the preceding

-

H 100C
school y«tr.
the

The snnusl report shsll be

secretary

of

education

and shall

in such form at may b« prescribed

by

include at least the following COmpo.

nents:
(a)

discussion of progress made toward the achievement of

the

goals

forth in the charter;
i

CbJ

a

financial

statement

setting

forth

by

appropriate

categories

the revenue and expenditures for the year just ended.
Individuals or groups may complain to a charter school’s board of trustees
concerning
school.

any

claimed

violation

of

the provisions of this section by the

If, after presenting their complaint to the trustees, the individuals

or groups believe their complaint has not been adequately addressed, they
submit

their

complaint

to

may

the secretary of education who shall Investigate

such complaint and make a formal response.
A charter granted by the secretary of education shall be
'

for

five years.

VI

The secretary of education may revoke a school's charter if the school has not
fulfilled

any

conditions imposed by the secretary of education in connection

with the grant of the charter or the school has violated any provision of
charter.

The secretary may place the charter school on a probationary status

to allow the implementation of a remedial plan after which,
unsuccessful,
The

its

if

said

plan

is

the charter may be summarily revoked.

secretary

shall develop procedures and guidelines for revocation and

renewal of a school's charter.
Notwithstanding the foregoing, no school building
called,

assistance

funds,

so-

shall be awarded to a charter school for the purpose of constructing,

reconstructing or improving said school.
Charter schools shall be funded as

follows:

If

a

student

attending

charter school resides in a community with a positive foundation gap,
trict

of

the

city

or

town

If

a

in

of

the

city

or

town

dis¬

in said district; and (2)

which the charter school

the

dis¬

in which said student resides shall pay to the

charter school an amount equal to the lesser of:
dent

said

student attending a charter school resides in a community that

does not have a positive foundation gap pursuant to chapter seventy,
trict

the dis¬

in which said student resides shall pay to the

charter school an amount equal to the average cost per student
trict.

a

(i)

the average cost per stu

the average cost per student

is located.

e:

in the district m
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SECTION 56.
the

1990

Section I of chapter 74 of the Cenerai Law*, as appearing

Official Edition,

in

is.hereby amended by adding the following defini-

tion:■Vocational-technical education", organized

education

programs

offering

sequences of courses designed to educate and prepare students for both employ¬
ment

and

continuing

academic

and

occupational preparation.

Such programs

shall integrate academic and vocational education and shall include competency
k

based applied learning which contributes to an

individual's

academic

knowl¬

edge, higher order reasoning, and problem solving skills, work attitudes, gen«ral

employability

skills and the occupational-specific skills necessary for

economic Independence as a productive

and

contributing

member

of

society.

Vocational-technical education shall also include applied technology education
to be taught by personnel certified in technology education.
SECTION 57.

Section 2

of

said

chapter 74,

as

so appearing,

amended by striking out the second paragraph and inserting
* r*

in

is hereby

place

thereof

•

/.'■

the following paragraph:The commissioner, under the direction of the state board, shall approve or
disapprove

vocational-technical

lished by the board; provided,
heavily

programs in accordance with regulations pub¬
however,

that

said

regulations

more

favor an outcome-oriented approach for approval of such programs over

a quantitative approach which solely measures time spent on
provided,

shall

further,

lab

instruction:

that said regulations shall consider a program’s intention

to integrate vocational and academic instruction and to train students in

all

aspects of a chosen industry.
SECTION 58.

Section

eight

of

said

chapter

seventy-four is hereby re¬

pealed .
SECTION 59.

Section twenty-one A of said chapter seventy-four

is

hereby

repealed.
SECTION 6C.
ficial Edition,
its

Section 22E

of said chapter 74, as appearing

is hereby amended by striking out,

discretion*

and

inserting

in line 3,

in the 1990 Of¬
the

words

in place thereof the following words:-

"at
with

professional teacher status.
Chapter
°ut

section

12B,

76 of the Ceneral Laws

is hereby amended by

as amended by section 23 of chapter 6 of

*nd inserting in place thereof the foil owing section:-

c •

_

striking

the acts of 1991,

H 10CO

S«ction 12B.

(a) As used in this section, the following terms shall ' h4v

the following meanings:
•Above

foundation

reimbursement

amount",

(i)

for fiscal year ninetee

hundred and ninety-four, fifty percent of the net losses due to the provisions
of this section; provided, however, that if the amount lost by
pursuant

to

subsection

(f)

said

is greater than two percent of the total school

budget of said district, the amount of said reimbursement shall
seventy-five
(ii)

district

be

equal

to

percent of the net losses due to the provisions of this section;

for fiscal year nineteen hundred and ninety-five, twenty-five percent of

the net losses due to the provisions of this section;

(ill)

for

all

fiscal

yaars after nineteen hundred and ninety-five, zero.
•Receiving

district*,

any

city, town or regional school district within

the commonwealth in which a child does not reside, but in which that child at¬
tends public school under the provisions of this section.
"Sending district", any city, town or regional school district within

the

commonwealth in which a child resides, but in which that child does not attend
public school under the provisions of this section.
"State

school

ninety-four,
schools

choice

limit",

in

one percent of the total

in the commonwealth;

number

in

the commonwealth;

schools

ninety-seven

in

the

and

students

hundred

attending

and

public

number

of

students

attending

public

the total number of students attending

commonwealth;

thereafter,

of

nineteen

in fiscal year nineteen hundred and ninety-six,

one and three-quarters percent of
lic

year

in fiscal year nineteen hundred and ninety-five,

one and or.e-half percent of the total
schools

fiscal

in

fiscal

year

nineteen

hundred

pub¬
and

two percent of the total number of students at¬

tending public schools in the commonwealth; provided,

however,

that

students

enrolled under the program for the elimination of racial imbalance as provided
in section twelve A shall not be counted toward these limits.
(b)

Notwithstanding

the

provisions of section twelve, or any other spe¬

cial or general law to the contrary,

any child may attend a public school,

a city or town where he does not reside;
district

shall

subsection
(c)
city,

be

provided,

however,

in

that the receiving

paid by the commonwealth a tuition rate as established in

(().

Not

later man May first of every year,

the school committee of

each

tewr. or regional school district shall submit a report to the department

stating:

_

e ■»

-
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(1)

The

capacity

of

.each

school in said city, town or regional school
• <r'

'

district for the following academic ye#r.
The number of students expected to attend each school in

(2)

said

city,

town or regional school district in the following academic year.
(3)
of

The number of students attending said school district under the terms

this section in the prior school year and the number.of those students who

ere expected no longer to be attending said school district in the next school
year.
(4)

The number of additional beats therefore

students

to

non-resident

reduced by the number of students enrolled under the program for the

elimination of racial Imbalance as
charter

available

provided

in

section

twelve A,

in

said

school or each school in said city, town or regional school district.

The board may require every district to update this report in whatever

manner

is required to effectuate the objectives of this section.
(d)

Each city, town or regional school district shall enroll non-resident
* r»

•

students at the school of such non-resident student.'s choice; provided, howev¬
er. that such receiving district has seats available as stated in said report;
provided,

howeveri that this obligation to enroll non-resident students shall

not apply to a district for a school year in which its school committee, prior
to June first, after a public hearing, adopts a
said

obligation,

resolution

withdrawing

for the school year beginning the following September.

such resolution of a school committee shall state the

reasons

therefor,

from
Any
and

such resolution with said reasons shall be filed with the department of educa¬
tion:

provided,

however,

that said department shall have no power to review

any such decision by a school committee.

If the city, town or regional school

district operates an intra-district choice plan, non-resident students may ap¬
ply for schools on the same basis as resident students, but the intra-district
choice plan may give preference to resident students in assigning students

to

schools.
<«)

Not

later

than

the

first day of July, each city, town or regional

school district shall each year submit a non-resident attendance report to the
board and to the state treasurer, certifying the number of non-resident appli¬
cants for each available seat in each school, the disposition of their
how

many

of

appli-

said applicants will be attending the district in the

«xt school year, the identity of the sending districts

fbr

those

students,’

the annual amount of tuition for each such child and the total tuition owed to

62
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the

district

based on full or partial attendance,

tributable to each city or towr. of residence.
tification

itemized by the amount

Ct

The board may review iaid

to determine that the amount of the individual tuition charged f0

each child is in accordance with the provisions of this section and shall
form

the

state treasurer of any errors.

The department may also, on a po«t-

audit basis, verify the admission and attendance of
certified

by

each

school

district.

the

number

of

children

In addition to the foregoing, all said

districts shall, on October first and April first, report
certify

in

to

the

board

and

to the state treasurer accurate and up to date reports of all the in¬

formation required in the non-resident attendance report.
of students admitted to
greater

than

the

receiving

districts

state school choice limit,

pursuant

If the total number
to

this

section

is

the board shall notify all dis¬

tricts that no more students may be accepted pursuant to this section.
(f)

For each student enrolling in a receiving district, there shall be

a

f'

jj*

school

choice tuition amount.

Said tuition amount shall be equal to seventy-

five percent of the actual per pupil spending amount
trict,

but

not

in

the

receiving

more than five thousand dollars; provided, however, that for

special education students whose tuition amount shall remain the
student
dent.

for

such

dis¬

type of education as

expense

per

is required by such non-resident stu¬

The state treasurer is hereby authorized and directed

to

deduct

said

#

school choice tuition amount from the total education aid, as defined in chap¬
ter

seventy,

said aid.

of said student’s sending district,

In the case of a child residing in a municipality which belongs

a regional school district,
from

prior to the distribution of

the school choice tuition amount shall be deducted

said chapter seventy education aid of the- school district appropriate to

the grade level of the child.

If,

in a single district,

deductions exceeds the total of said education aid,
be

to

the total of all such

this excess

deducted from other aid appropriated to the city or town.

district,
priated,
ever,

If,

shall

in a single

the total of all such deductions exceeds the total state aid

appro

the commonwealth shall appropriate this excess amount; provided, how¬

that

seventy

amount

if said district has exempted itself from the provisions of chapter

by accepting section fourteen of said chapter,

the commonwealth shall

assess said district for said excess amount.
«

xne state treasurer is further directed to disburse to the

^i,tr

'

^

receivihg

amount equal to each student's school choice tuition as defined

—r .

i*

e;

1
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(h)

There

shall

be

a parent-' inform# tion system established, maintained

comparable information about each school system participating
choice

in

the

school

program, so-called, which shall include, but not be limited to, infor¬

mation on special programs offered by the school, philosophy

of

the

school,

number of spaces available, transportat ion plans, class sizes, tmacher/student
ratios, and data and Information on school performance that Indicate its qual¬
ity.

Said Information shall include the school profiles, so-called, developed

pursuant to section one B of(Chapter sixty-nine.
mation

Tbe board may include infor¬

regarding regional choice Initiatives as deemed appropriate.

tem shall have as its primary goal to ensure that all parents
opportunity

have

an

to participate in the program of interdistrict choice.

of education, when disseminating this Information shall encourage
and

The sys¬
equal

The board
the

parent

student to make at least one visit to the school of choice as part of the

application procedure.

I

(i)

/:

Subject to appropriation, the board of education

administer

a

shall

develop

school choice transportation reimbursement program for the pur¬

pose of providing reimbursement for tne transportation of pupils enrolled
der

the

and

provisions

of this section.

un¬

Pupils eligible for said reimbursement

must be eligible to receive free or. reduced

cost

lunches

under

eligibility

9

guidelines

promulgated

by

the federal government under 42 USC section 1758.

Th* board may limit said reimbursement to
transportation

to

be

parent or guardian of the child;

The

types

(2) transportation provided by the

(3) transportation provided by public

of

trans¬

residence of such pupil shall be eligible for said reim¬

If cost-effective transportation alternatives exist for pupils who

attend districts not contiguous to the school districts of residence
Pupil,

of

All eligible pupils who attend a school district contiguous to the

district

bursement.

amount.

(1) transportation by school buses pro¬

vided by the sending or receiving district;

school

yearly

reimbursed pursuant to said program shall include, but

need not be limited to, the following:

portation.

a

the board may provide a transportation reimbursement.

of

such

Said reimburse—
, the district

guardian

or

person

acting

as

that said district or parent pro¬
The'board of
shall

promulgate

regulations

for

education

the program to be placed on file with the

0 C

H 1000

jr

i

y**"

joint committee on mducation,

art* and humanities of

board of education shall disseminate
detailing

the availability of

scription of said
submitted

to

*

the general

court.'

Th#

information to parents and school sy»t#in,

said transportation reimbursements.

a full de¬

school choice transportation reimbursement program shall

t>«

the house and senate committees on ways and means and shall not

i

become effective until ninety days after

said submission.

second paragraph of

in this section shall confer upon any

section one,

nothing

Notwithstanding the

student attending a private school any right to transportation

or

reimburse*

*
ment

therefor.
(j)

dents;
for

School committees may establish terms for accepting non-resident stu¬
provided,

however,

acceptance

to

that

if the number of non-resident students applying

said district

exceeds the number of available seats,

school committee shall select students for admission on a random
vided.

further,

that

said school committee

shall

conduct

basis;

said
pro¬

said random selection

ii
r\

twice:

one

time prior to July first and one

time prior to November first;

pro-

’ v

vided,

further,

that no school committee shall discriminate

of any child on the basis of

race,

color,

religious

creed,

in the admission
national

origin,

4

sex,

age,

cap,

sexual orientation,

ancestry,

athletic performance,

special need or academic performance or proficiency

guage.

The

Massachusetts

physical handi¬

in the

commission against discrimination,

English

lan¬

established by

»
section fifty-six of chapter

six,

visions

provided,

of

this

subsection
are

(*)

section;

shall be entitled

attending or

shall

students under

jurisdiction to enforce the

however,

to remain

have been accepted

cepts non-resident

have

that all

in the

to attend.

the

provisions of this section shall

ance

of

student;

licly

release

provisions of
(k)

Any

than the one
to

remain

is

a

(l)
cial

child

accepted

school

funding of

tuition

the

student of

notify

its accept¬

that a school committee may not pub¬

leaving or entering a district

to

attend a public school

in which he resides pursuant

to

they

under

the

section.

Notwithstanding

law

private

this

in that

lack of

provided/ however,
students

districts

Any school committee that ac¬

from which it has accepted a non-resident

the names of

students described in

receiving

each district
that

pro¬

system until

in a community other

to this section shall

his high school graduation,

be

permitted

unless

the program as authorized by said sections.
the provisions of

contrary,

basis prior

ary

this

section or any general

school district

to June

th'rtieth,

which admitted ch.ld.

nineteen hundred and r.ine.i

®
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may continue, on that basis,, to admit any child who attended its school system
.*

prior to that date, as well as any sibling or step-sibling of such

child

and

any foster child residing in the home of such child.
(■)

Any student who, pursuant to the provisions of this section, has been

attending

or has been admitted to attend a public school of a city or town in

which he docs not reside and for whom the commonwealth has b«en paying tuition
•

*

or, in the case of a student recently admitted, would be required to pay
tion

tui¬

in the coming year, shall be deemed to be a student admitted pursuant to

paragraph (j). and shall be subject to all of the provisions of this
provided,

however,,

that

said

students

shall

section;

be allowed to remain in said

school notwithstanding any determination of capacity or decision

by

the

re¬

ceiving district to withdraw made pursuant to this section.
(n)

Subject

to

appropriation, any sending district for which the provi¬

sions of subsection (f) result in a reduction in state aid shall
to

apply

for

a

be

eligible

school choice reimbursement from the commonwealth.

If said

' «•*

sending district does not have a positive foundation gap, as defined in
ter

seventy,

the

amount of said reimbursement shall be the above foundation

reimbursement amount for that fiscal year.
a positive foundation gap.

If said sending district does have

the amount of said reimbursement shall be equal

one hundred percent of the positive difference,
transferred

chap¬

if any,

pursuant to subsection (f). and' (ii)

between (i)

to

the amount

the product of the number of

students leaving the sending district and the average per pupil expenditure in
the sending district; provided,

however,

that if any district has exempted it-

*«lf from the provisions of said chapter seventy by accepting section fourteen
of said chapter seventy,
under

this

the district shall be ineligible for a

subsection; provided,

further,

that

reimbursement

if any district that do*, not

have a positive foundation gap becomes a sending district for the
fiscal

y.e:

nineteen hundred and ninety-five or any year thereafter,

reimbursement amount for that district
district

in the first year that it is a

time
the

sending

shall be the fiscal year nineteen hundred and ninety-four reimburse¬

ment amount;
sending

first

the reimbursement amount for that district

in its second year

as

district shall be the fiscal year nineteen hundred and ninety-fr
ive

imbursement amount.
department

Said reimbursement application shall

be

submitted

t<

:o

of education on or before October first of each year together

educational corrective action plan containing information,
snd suggestions relative to (1)

areas needing

67

improvement

recommendawithin

tne

n m'u
a

•Chool system of the applicant.
9oalt

to

»

(2) methods of improvement to be a.ploy.d, (3)

and objectives of said improvement.

be

used.

(4) evaluation and

control
w*

(5) personnel to be engaged in such improvement,

tended to be accomplished within one year from the date

of

.
methods

(6) reaultt in

application,

tnd

methods of increasing parental involvement to be employed; provided, how¬

(7)

ever. that any community or regional school district that has a previously ap¬
proved plan need not refile said plan; provided,

further,

that

approval

of

•aid plan by said board shall act as a condition precedent to the distribution
of

said reimbursement to the applicant community or regional school district.

Onder no circumstances shall the total amount expended pursuant to subsections
(h) and (i) and to reimburse sending districts, pursuant to this paragraph, b«
9*ss*er than twenty million dollars.

2f, in any year, the total

amount

that

would be required to reimburse said cities at said rates would be greater than
twenty

million dollars,

then the reimbursement rates shall be reduced proper-

''J;
tionately to those rates at which the total cost does, not exceed

twenty

ail-

i

lien dollars.
(o)

The

commonwealth

and

the

school

funds from the federal government for
amounts
ment.

the

committee of any town suy accept
purposes

of

this

section.

Any

received by the school committee of any town from the federal govern¬

from the commonwealth or from a charitable foundation or private

insti-

i

tution

shall be deposited with the treasurer of such town and held as a sepa¬

rate account, and may be expended by said school committee without further ap¬
propriation, notwithstanding the provisions of section fifty-three of
forty-four.

chapter

Whenever such funds are received after the submission of the an¬

nual school budget,

all or any portion thereof may be expended by

committee

further

without

appropriation,

the

school

but shall be accounted for in the

next annual school budget.
SECTION 62.
section 1

city or

of

"Employer"

is hereby amended by inserting after

two sentences:-

or

"public

employer"

in

For this purpose,

the

second

sentence

the

the chief executive officer of a

town shall participate and vote as a member of the city or town school

committee; provided,
istrator

definition

of chapter 1S0E of the Ceneral Laws, as appearing in the 1990 Offi¬

cial Edition,
following

The

in

a town,

however,

that

if there is no town manager or town

the chairman of the board of selectmen shall so partici-

pate and vote.

In the case of a regional school district,-said

tive

or chairmen of boards cf

officers

admin¬

selectmen,

as

chief

the case may be.

execu¬
of the

H 1000
HRbt: cl tie* *nd town* snail,
gated

by

in accordance with regulation*

to

be

promul¬

the board of education, elect one of their number to repre*ent them

pursuant to the requirements of this section.
f

SECTION 63.

Section 3 of chapter 214 of the General Laws, as

so

appear¬

ing, is hereby amended by adding the following- paragraph:(14)

Action*

brought

by

the attorney general in the name of the common¬

wealth or by any ten citizens of a city or town to compel the city or town
appropriate

for

to

the support of public education the amounts that the city or-

town is required to appropriate for such purpose by chapter seventy.
SECTION <4.

Section seven of chapter four hundred and siaty-four

of

the

acts of nineteen hundred and seventy-two is hereby repealed.
SECTION 65.

Section eight of chapter eight hundred and forty-seven of the

acts of nineteen hundred and seventy-three is hereby repealed.
SECTION 66.

Section 4

of

chapter

493

of

the

acts

of 1991

is hereby

amended by striking out the second sentence.
SECTION 67.
school

This act shall apply

districts,

to

notwithstanding

all

cities,

section

towns,

twenty-seven

and
C

regional

of

chapter

twenty-nine of the General Law* and without regard to any acceptance or appro¬
priation by a city,

town, or regional school district or to any

appropriation

by the general court.
SECTION 66.

Subject

to

appropriation,

in addition to the adjusted prior

year amount specified in section twelve of chapter seventy of the General Law*
the state appropriation for school aid and the educational purposes set
in

said

chapter

seventy shall be increased based on the following schedule.

In fiscal year nineteen hundred and ninety-four,
crease

the appropriation

one hundred and seventy-five million dollars.

hundred and ninety-five,
hundred

and

nin«ty-«ix,

forth

eighty

dollars.

the appropriation shall

eighty million dollars.

In

in¬

In fiscal year nineteen

the appropriation shall increase

million

shall

an

additional

one

fiscal year nineteen hundred and

increase an

additional

on.

hundred

In fiscal year nineteen hundred and ninety-seven,

and
the

priation shall increase an additional one hundred and eighty million dolln

fiscal

year

nineteen hundred and ninety-eight,

the appropriation

increase an additional one hundred and eighty million dollars.
y«*r nineteen hundred and ninety-nine,
tional

or.e

the appropriation shall

hundred and ninety million dollars.

gh. epprop.iation shall

hundred

fia-

increase an

In fiscal year

increase an additional one

In

two thou¬

and

ninety

K 1000

million

dollars.

The dollar amounts specified in this paragraph

shall k
id*

justad for inflation by multiplying tha amounts for fiscal yaar ninataan

h

drad. and ninety-five and subsaquant years by tha ratio of tha value of the i
plicit

prica

deflator

for state government services in tha third

quarter

tha prior calendar year to the value of that sane deflator in tha third
ter

of

nineteen

hundred and ninety-three.

In no case shall this

of

gut¬

adjustment

factor be greater than what would be derived by a four percent annual

.adjust¬

ment compounded on a yearly basis.
■ot

later than March first, nineteen hundred and ninety-four, the depart¬

ment of education shall report to the house and senate committees on ways
means:

(1)

the

and

amount of funds required to eliminate the foundation gap, as

defined in section two of chapter seventy

of

the

General

Laws,

for

every

school district in the commonwealth: (2) the funds thereafter remaining within
the

limits

provided in this section: and (3) how said remaining funds may be
•

i>H

used to reimburse all cities and towns for increases in education costs caused
by inflation or to accelerate the rate at which

foundation

gaps

are

elimi¬

nated.
SECTION 69.

Teachers*

appeals of terminations that were commenced in the

trial court before the effective date of this act may continue to proceed
be

reviewed

and

under the provisions Of section forty-two of chapter seventy-one
f

of the General Laws in effect prior to this act.
SECTION 70.

There is hereby established a special commission to develop a

plan to provide pre-kindergarten children ages three to four

the

opportunity

to participate in a developmentally appropriate early childhood education pro¬
gram.

Said

commission shall include in its considerations existing programs

such as public and private early childhood and head start programs.

The mini¬

mum goal of said plan shall be to provide such opportunity to every child
satisfies

the

state

eligibility

standard at no cost to the child's family.

The commission shall also consider in its deliberations

(i) methods of provid¬

ing every child in the commonwealth access to such opportunities and the
sibility

and

advisability of charging the families of "non-low-income

dren a reasonable tuition for enrollment
sliding

scale

or

who

in

a

program;

provided,

fea¬
chil

however,

other income based considerations shall be incorporated in

any tuition available plan,

(ii) methods of

contracting

with

private

**rly

childhood providers including head start programs for services contempl**#c;
this

section,

(iii) methods

to provide statewide outreach to parents o- Pre

H 1000

kindergarten ehildr.n to nillt the. in providing quality learning
tor

th*ir chl“,r«" ln

*>«« •* well

assisting psr.nt. to eo«pU„

their own education, (iv) e.ploring th. feasibility of
district

providing

,h.

.ehool

With th. option of impls.enting a full day kindergarten, (v) requir¬

ing that teachers in such programs be certified: provided, however,
commission

that

th.

shall give full consideration to the CD* and.Orc e.rtlfieation re¬

quirements currently in place.

Said coa.it.ion shall include in its final and

any interim reports the costs associated with implementation of its
dstlons

opportuni-

r,-,n

and the funding sources used to meet such costs as well as any reeom-

mendstion on other funding mechanism for funding early childhood education

in

the eoMonwtalth.
Ih.

member,

of

th. commission shall include th. following members to be

appointed by the governor:
services,

a representative of th. ea.eutlv. office of

human

a representative of th. board of education or th. secretary of edu¬

cation, a representative of th. office for ehildr.n,- a representative
department

of

public

welfare,

of

th.

a representative of ,he department of social

services, a head start director a, recommended by th. Massachusetts head Start
Director, Association, a representative of private day car. provider, a.
omaended

by

th. Massachusetts Association of Day Car. ... .t.rt

P«.nt a, recommended by th. Massachusetts head Start
»<th

a

child

Child care,

r.c-

in

private

Association,

a

parent

day car. a. recorded by th. Parent, United for

early childhood education teacher, provided, however, that said

teacher shall be CD* certified.

Said commission shall

the board of education and th. house and s.„.t, clerk.
nineteen

hundred and ninety-four.

lt. fiMl pl.„ „
no

later

than

April

Said plan shall be implemented

July first, nineteen nundr.d and ninety-five.

Th. mi„i.„. ,ull

.„iU

accomplished on or before July first, nineteen hundred and ninety-seven.
SCC710K 71.
health

educate,

Th.

advisory

council

for

comprehensive

interdi.ciplin.ry

and human service programs, established pursuant to section

y of all fchool districts'
*nd tim* spent

health program* to include grade level, Con-

in *.id curriculum.

advisory council .hall be charged with conducting a .urvey of axi.ting
* h«*-th education program* inside and
trends
school studerts
•».

in

outside

the

commonwealth

health education and human*.*ervices for public

Th, advisory council

-

shall report

0 '

it. findings to th,

board

H 1C00

by

December

thirty-first,

nineteen

hundred

and ninety-three and
,ach year

thereafter the council shall develop a Model program to be utilized

fay

school

districts for their own programs.
SECTION 72.

Each

school district in the commonwealth shall no later tha .

September first, nineteen hundred and ninety-four submit to the board of
cation

a

plan

schools.
*

to

eliminate

the

t(j

general track, so-called, in all district

Said plan shall Indicate what program options a school district

determine

necessary

to

may

offer students in place of general track programming

and may include, but not be limited to, the creation or expansion of the

fol¬

lowing:- techprep, 2*2 programs so-called, apprenticeships and worksite train¬
ing,

job

corps

type

programs,

alternative

learning

occupational programs, and college preparation programs.
include
goal.

collaboration

centers, vocationalSaid plan

nay

between school districts toward accomplishment of this

The commissioner shall, no later than December first, nineteen

and

ninety-five,

also

hundred

submit an action plan to the board and the general court to

eliminate the general track, so-called, in all school districts in the common¬
wealth.

The action plan shall be based on the plans submitted by school

tricts and shall include funding recommendations.

dis-

The commissioner shall also

provide technical assistance to school districts in the development of curric¬
ula to facilitate the elimination of the general track.
SECTION 73.
special

The board of education shall conduct a study to determine the

education

services

which are being provided to students pursuant to

chapter seventy-one B of the General Laws.
of

children

in

The study shall report the

the commonwealth who are receiving specific,

number

individual ser¬

vices and shall identify the services and associated costs for individual stu¬
dents.

Said study shall recommend the extent to which districts ought

eligible

for

shall

either public or private, within that

relief to local
and

Said

Said study shall examine alternative methods of cost

sharing for medical and other related services for the

bility

district.

determine the extent to which special education monies are spent

on health care services.

fiscal

be

additional financial assistance for each special education stu¬

dent attending school,
study

to

school districts.

purpose

of

providing

Said study shall evaluate the feasi¬

likely effectiveness of utilizing state human service agencies in

diverting children from out of home placements by involving
from

an

appropriate

vices

ir. any individual education meeting where it

a

representative

agency of the executive office of h*alth and human »«r

3

is likely

that

the

chili
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will

be determined to need * placement outside of their local community.

The

results of said study shall be filed with the board of education and with

the

*

AT

joint

committee

on

education,

arts

and

humanities

on or before the last

Wednesday in December, nineteen hundred and ninety-three.
SECTION 74.
effectiveness
monwealth.

The governor shall appoint a special commission to study
and

the

implementation of bilingual education programs in the com¬

Said commission shall consist of ten members, one of whom shall be

the secretary of education who shall serve as chairman, one of whom shall be a
director of bilingual education from

a

college

or

university

that

trains

bilingual education teachers, one of whom shall be a director of bilingual ed¬
ucation

from a large urban school systom having bilingual programs in several

languages; one of whom shall be a person who trains teachers of English
second

language;

as

a

three of whom shall be parents of children who have been in

bilingual education programs representing three different language groups; and
three of whom shall be representatives from outside the state or local
tional

system

who

have

experience

bilingual education programs in the
shall

include,

methodology,

but

not

content,

be

with

the

strengths

commonwealth.

limited

to,

an

Said

and weaknesses of
commission's

examination

and quality of bilingual education,

educa¬

of

the

study
current

the length of time

that students remain in bilingual programs, and the certification requirements
of bilingual personnel.

Said commission may analyse the information

pertain¬

ing to bilingual education gathered by the department of education pursuant

to

section one I of chapter sixty-nine of the Ceneral Law* and shall submit a re¬
port along with any recommendation for what changes,
improve chapter seventy-on. A of the General Laws.
Wlth

if any.

should be made to

Said report shall be filed

th* cl#rks of th* hou»* *nd senate and the joint committee on education,

•rts and humanities

no

later

than

December

first.

nineteen

hundred

and

ninety-three.
SECTION 75.

The department of education shall convene a working committee

and recommend more adequate and appropriate adult education funding
isms.

The working committee shall

following:
*nd tr*inin9'

the

departments of education, public welfare,

th« education and human services secretaries.

nant governor,
selected

include one representative from

b>

the

each

employment

governor

or

two members from the education and ways and means commit-

the senate president and speaker of the*house,

and not

less

represe...e: i ves drawn from a diverse cross section of the adult

ba-

93
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*ic

education provider* and advocacy group*.

The working committee *h*l'l re

port it* finding* and recommend appropriate legi*lation not later than Octob*r
fifteenth, nineteen hundred and r.inety-three.
SECTION 76.
the

There i* hereby established as a

commonwealth,

a

Xacharias project.
pointed

public

instrumentality

0f

corporation for education excellence to be known a* th«

The corporation’* board shall consist of nine members

ap¬

by the governor and may Include outstanding classroom teachers, text¬

book publishers, educational software Innovators, members of
leading

university

and

college

scholars

and

in English, mathematics, science,

history-social science and foreign language.
preclude

government,

Nothing in

this

section

shall

the corporation from working with the board of education or the sec¬

retary of education.

It shall be the purpose of the corporation

(a)

to ‘ ad¬

vance continual improvement in the quality of education in the public schools,
(b)

to

strengthen

the collaborative richness between world class university
I

•

/:

thinkers and school teachers, and (c) to bring in,
monwealth’s
terials,
shall

'

from the outset,

the

private sector firms involved in curriculum and instructional ma¬

including textbook publishing and software design.

(1)

The

aid the effort to make the commonwealth's curricula,

corporation
instructional

materials, and teaching strategies equal to or better than those used
most

educationally

courses of study,
terials

and

advanced

textbooks,

nations

of

the

world,

in

the

(2) review curricula,

items of technology, and other instructional

ma¬

teaching strategies drawn up beyond or within the commonwealth's

borders and help adapt such material for use in
(3)

com¬

the

commonwealth's

schools,

join with others to launch new initiatives that hold the promise of major

progress for schools here and around the nation and the world, and (4) to
tract co-investors,
SECTION 77.
sixty-nine
eighty-nine

of

The
the

co-collaborators,
provisions
General

of

Laws

and purchasers from out-of-state.
sections

and

one J

sections

and

one R

forty-one,

of

chapter

forty-two,

ef¬

date of this act insofar as such collective bargaining agreements are

in conflict with said sections.
after

and

of chapter seventy-one of the General Laws shall not apply to em¬

ployees subject to collective bargaining agreements executed prior to the
fective

at¬

the

date

of

Collective

bargaining

agreements

effective

this act shall be subject to the provisions of said sec-

tions.
SECTION 78.

Subject to the approval of the board of education,

missiorer of education shall prepare a plan to carry out

3;

the

the policy of *

cor

H 100C
thirty-«i?ht 0 of chapter seventy-one of
filed

by

June first,

the General Laws.

Said plan shall be

.

*

/

nineteen hundred and ninety-three with the governor and

the general court.

SECTION 79.
hundred

There shall be appointed no later than July

first,

nineteen

and ninety-three, an education reform review commission consisting of

fifteen aeabers, five of whom shall be appointed by the governor, one of ’ whom
•

i

shall be designated to chairman the commission by the governor; provided, how¬
ever, that they shall not be eaployees of the executive branch; provided, fur¬
ther,

that at least two of whoa shall be parents of. children attending public

schools, one of whoa shall be the president of
aetts,

who

shall

in

University

of

Naaaachu-

furnish reasonable staff support to the coaaission, one of

whoa shall be an educator
knowledgeable

the

the

at

an

Institution

of

higher

education

who

is

field of public education and one of whoa shall be se¬

lected by the Association of Independent Colleges and Universities

of

Massa¬

chusetts, one of whom shall be appointed by the president of the Massachusetts

I
Association

of

School Conmittees, one of whom shall be a teacher selected by

the Massachusetts Federation of Teachers, one of whoa shall be a
lected

by

teacher • se¬

the Massachusetts Teachers Association, one of whom shall be a su¬

perintendent of schools selected by the Massachusetts
Superintendents,

one

of

Association

of

School

whom shall be a principal selected by the Massachuf

setts Elementary School Principals' Association,
school

principals

be

public

selected by the Massachusetts Secondary School Principals*

Association; provided,
technical

two of whom shall

however, that

one

of

whom

shall

be

a

vocational-

education administrator; and one of whom shall be a parent selected

by the Massachusetts Parent Teacher Student Association.
Said commission shall monitor the extent to
carried

out

which

the

commonwealth

its responsibilities under this act and the extent

to which such

efforts have brought about educational reform in the commonwealth.
mission
retary

shall have the right
of

education,

and

to request
the

joint

humanities information and data pertinent to the
shall

on

education,

commission's

be provided in a reasonable manner to the commission,

limitation the information collected pursuant
sixty-nine of the General Laws.
•ducatior.,

and

the

chairmen

The board,
of

the

to

section

fS

arts,

and
which

including without

one

the commissioner,

com¬

the sec¬

charge,

I

of

chapter

the secretary of

joint committee on*, educatior.,

hurr.an.ties of tne general court shall make themselves available

-

Said

from the board of education,
committee

has

arts and

to the cotr.r.is-
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iion to review the activities o(

the commonwealth under this act.

• ion shall annually filt a report

its

activities,

including

Ul

tha dark of tha house of

repres*n-

and tha dark of tha sanata, and said raport shall ba made

available

findings and conclusions,
tativas,

detailing

Th« Cowmj)

to tha public.

to tha govarnor,

Commission members shall serve for a term of seven years: pro*

vidad, however, that tha vacancies may ba filled as they occur; provided,
»

fur-

•

thar, that members who are required to ba parents of
shmll

be

public

school

children

replaced within one year of tha data upon which they no longer have

children attending a public school.
SECTION 80.
time

during

Tha board of education shall prepare a

which

plan

to

the

commonwealth.

of

children

Said plan shall encourage the establishment of charter

schools pursuant to section eighty-nine of chapter seventy-one of the
Laws

the

students attend school to reflect prevailing norms in ad¬

vanced industrial countries and to address the educational needs
in

extend

which fulfill the goals of said plan.

General

Said plan shall contain a practi¬

cal, but timely, proposal for implementation and detail all associated

costs.

Said plan and recommended legislation shall be filed with the governor and the
clerks

of

the house and senate no later than January first, nineteen hundred

and ninety-five.
the

The board of education is directed to

evaluate

and

define

amount of time, exclusive of extracurricular activities including but not
#

limited to lunch,
spend

in

the

recess, and

classroom.

other

non-instructional

activities,

students

Said report which details findings and recommenda¬

tions shall be filed with the general court no later than September thirtieth,
nineteen hundred and ninety-three.
SECTION 81.

The board of education shall, no later

than

January

first,

nineteen hundred and ninety-five, establish student academic standards as pro¬
vided in section one D of chapter sixty-nine of the General Laws.
SECTION 82.
education
tion.
ciency

The student performance standards established by the board of

insofar as they apply to the criteria for the competency determina¬

the certificate of mastery and the certificate
established

pursuant

sixty-nine of the General

Laws

grade as of September first,
ever,

that

the

to

competency

the

of

occupational

provisions of .section one D of

shall apply

to

students

entering

nineteen hundred and ninety-three;
determination

school graduation until September

shall not be

a

profi
chapter

the

provided,

condition for

first, nineteen hundred and n me: y-« i(3hl •

96-

-

H 1 CCD
SECTION 83.

Lavs

Central

Notwithstanding the provisions of chapter thirty-two
or

school

the

any othar general or special law to the contrary, any city,

town, regional school committee, independent vocational school,
cultural

of

county

agri¬

or educational collaborative which accepts the provisions of

this section in the manner hereinafter provided shall, in cooperation with and
upon the prescribed notification to the teacher's retirement board established
under the provisions of section twenty of chapter thirty-two
Laws,

establish

of

the

General

and implement an early retirement incentive program for mem¬

bers of the teachers' retirement system and teachers employed by the
'Boston;

city

provided, however, that in order to be deemed eligible for any of the

benefit options under such program, a member (i) shall be employed by a
town,

of

regional

city,

school committee, independent vocational school, county agri¬

cultural school or educational collaborative which has accepted the provisions
of this section in a timely manner as specified in this section; (ii) shall be
eligible to receive a superannuation retirement allowance in

accordance

with

,
of subdivision (1) of section five or subdivision (1) of sec¬
t

the

provisions

tion ten of said chapter thirty-two upon the effective retirement date
fied

in

his

written application to the teachers'

retirement board of the city of Boston;
retirement

twenty

years

(iii)

speci¬

retirement board or to the

shall have by the

date

of

his

of creditable service as a teacher in the teachers'

retirement system, as a teacher in the Boston retirement system,

as

provided

by subdivision (4) of section three of said chapter thirty-two, or in any com¬
bination

thereof;

and

(iv) shall have filed a written application during one

of the application periods specified in this section.
The early retirement incentive program authorized by this section
offered

to

teachers

by any accepting city,

town,

may

regional school committee,

independent vocational school, county agricultural school or educational
labora..ve

col-

in either nineteen hundred and ninety-three or nineteen hundred and

ninety-four,

but

not in both years, as provided herein.

centive shall be limited to two thousand five hundred
nineteen

hundred

employees

in nineteen hundred and ninety-four.

and

Said retirement

eligible

employees

established

by

cf

the

in

The annual cost to

the

state

incentive

this section shall not exceed twenty million dollars

t,f th* *econd •r.rollment period.
CP*. at .on

in¬

ninety-three and to two thousand five hundred eligible

the additional benefits payable in accordance with the retirement
oram

be

Bcstcr.

The teachers'

employees'

- 97

retirement board, with

retirement board,

if necessary,

the
shall

H 1300

calculate the co*t to the lutt of the Additional benefits payable in
ance

with

said retirement incentive program for the first year of the inc*

tive program and the projected cost to the state of
payable

in

accordance

the

additional

benefits

with said retirement incentive program for the second

year of the incentive program and shall report on the total
jected

• c c o r d*

actual

and

pro¬

state cost of said additional benefits to the secretary of administraI

tion and finance, the joint committee on public service,

and

the

house

and

senate committees on ways and means no later than December thirty-first, nine¬
teen

hundred

and ninety-three.

If the report finds that the actual and pro¬

jected annual state cost of the additional benefits payable in accordance with
said retirement incentive program will exceed twenty million dollars, the sec¬
retary of administration and finance shall recoausend corrective legislation to
reduce the cost of the second year of the retirement incentive

to

bring

the

cost to the state of said retirement incentive under twenty million dollars.
In

order to offer the early retirement

dred and ninety-three,
pendent

vocational school,

rative must accept
no later
tion

any such city,

than

period

this

section on or after

nineteen

on July thirty-first,

ing pursuant
tired

for

the effective date of

the effective date of

first,

committee,

this act.

nineteen hundred

superannuation as

this act but
The

applica¬

retirement under this
and

ninety-three

nineteen hundred and ninety-three.

to this program

inde¬

school or educational collabo¬

hundred and ninety-three for

program shall commence on July
end

regional school

county agricultural

thirty days after
in

town,

incentive program in nineteen hun¬

and

Teachers retir¬

in nineteen hundred and ninety-three

shall be re¬

of

hundred

August

thirty-first,

nineteen

and

ninety-three.
In

order

to offer

dred and ninety-four,
dent
tive

vocational

retirement
and

this

but

ninety-four.

any

school,

must accept

ninety-four

the early retirement

no

The

under

ninety-four

Teachers

retiring

shall be

retired

such city,

town,

regional school committee,

county agricultural

school or

educational

section on or after January first,
later

than

April

application period

this program shall
and end on June
pursuant
fer

incentive program in nineteen hun¬

to

thirtieth,

indepen¬

collabora¬

nineteen hundred and

nineteen

hundred

in nineteen hundred and ninety-four

commence on June first,

thirtieth,

nineteen

and
for

hundred

nineteen hundred and ninety-.ou. •

this program in nineteen hundred and ninety-four

superannuation as of August

ored and ninety-four.

-

?P

thirty-first,

nineteen

hun
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This section shill be accepted only in the following manner:
vot«

of

th«

in s city, by

school coBcittsc and th* city council, with th* approval of the

■ayor or city Mn*g*r;

in a town, by vote of the school coamitt**,

aen. and the town aeeting;

the- select-

in a regional school district or for an independent

vocational school, by vote of the regional school coaaittee;

for a county

ag-

"V

ricultural

school,, with

the

approval of the county advisory board or other

county legislative body and of the county coaaissioncrs or other county esecutive authority, but in Barnstable, Hantuckct
county

coataissioners

only;

and

Suffolk

counties,

all

aeaber

aunieipalltles.

town

aeetings

Any fiscal oversight board or fiscal control

board established by a special act, which consists of at least
of

the

for an educational collaborative, by vote of its

board of directors, with the approval of the city councils and
in

by

the

secretary

administration and finance or his designee and the cosuaissloner of revenue

or his designee. Bust also approve a nunicipality's acceptance.
If.

in either year of t«. retirement inc.ntiv.,

cations ..deeds two thousand fiv.
*h*U

*>«P««<>»«*ly

»<luc.

th.

hundr.d.

aehool

teachers'

r.tit.o.nt

bo.rd

number of .oc.pt.d .pplie.tion. from ..ch

city, town, regional aohool committee.
agricultural

th.

t». tot.l number of appli¬

Independent vocational

aehool.

county

or educational collaborative accepting th, provi.ion. of

thi. section in th. particular year by limiting th. tot.l number of acceptable
application, in each auch jurisdiction to an amount calculated by
two

thousand fiv, hundr.d by a fraction that

multiplying

is equal to th, number of teach-

*“ Who are members in-service of th, teachers retirement system or
Of

Boston

retirement

system,

th* t0t*: nU"ber °£ t**ch*r‘

“00

if applicable,

th,

city

in each Jurisdiction divided by

are member, in-service of

system or the city of Boston retirement system,

the

t.sch.rs

if applicable,

re.

in the

total number of accepting jurisdiction, for the particular year.
After th, application deadline of dun. thirtieth,
Ooard

th. teachers'

retirement

may adjust said limits by to,.Urn, the amount of unused authorised ap-

P ication. in accepting Jurisdiction, vher. th. total
* *Uthor,l*<! ‘‘“it-

application,

of

applications

The number redistributed to any such Jurisdiction shall

^ Proportional to th. ratio of total application, in th. jurisdiction to
^

i,.,

Tne total unused authorised applications may then

*>' ‘.distributed to accepting Jurisdiction, where th. number
irn:t.

are

PP-ica.ions

,h,

in the accepting Jurisdictloni where applications

ed !r,r aPP‘ ‘cat ion limit: provided, however, that

the

adjusted

lim‘t

■J
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k

•

which

•

*

equals the sum of the number of reallocated authorized SDDlie**.
rr

‘«U0n,

,4nd

the amount bf the original limit, shall net exceed the total number of
OI

•pplications

in a jurisdiction.

*CtU4l

Within each such city. town, regional »ch0 '

committee, independent vocational school, county agricultural school or tduc.
tional collaborative, if the number of applications exceeds the adjusted

\im

it. the teachers' retirement board and the city of Boston retirement board. if
•PPlicable, shall prioritise and award acceptable applications on the basis 0f
length of creditable service as a public school teacher.
notwithstanding any provisions of said chapter thirty-two to the contrary,
the

normal yearly amount of the retirement allowance for an eligible employe

who is employed by a city, town, regional school committee. Independent
tional

school,

county agricultural school or educational collaborative which

accepts the provisions of this section and who has paid
regular

deductions

under paragraph (a)
thirty-two,

the

full

amount

of

on the total amount cf regular compensation as determined
of

subdivision (2)

of

section

five

of

said

chapter

shall be based on the average annual rate of regular compensation

as determined under said paragraph (a) and shall be computed according to
table

voca¬

the

contained in said paragraph (a) based on the age of such member and his

number of years and full months of creditable service at the time of
tirement

his

re¬

increased by up to five years of age or by up to five years of cred»

itable service or by a combination of additional years of age and service
sum of which shall not be greater than five: provided,
town,

regional

school committee,

that the city,

independent vocational school, county agri¬

cultural school or educational collaborative may limit
al credit

however,

the

the amount of addition¬

for service or age or a combination of service or

age

offered

and

the number of employees for whom it will approve a retirement calculated under
the

provisions

of

limited by the city,
school,

county

this section;
town,

provided,

further,

regional school committee,

that

if participation is

independent

vocational

agricultural school or educational collaborative,

the retire¬

ment of employees with greater creditable service shall be approved before ap¬
proval

is given to employees with lesser creditable service.

For the purposes of this section,

words shall have the same meanings as in

chapter thirty-two of the Ceneral Laws,

unless otherwise expressly provided or

unless the context clearly requires otherwise;

provided,

meaning

:n section’.cne of said

of

"teacher"

th:r:y-two without

shall

be

as

defined

however,

the exclusion in said definition of a teacher

that

the

chapter

in the public
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schools in the city of Boston.
tional

benefit

in

accordance

An employee who retires and receives an- addi¬
with

the provisions of this section shall be

deemed to be retired for superannuation under the provision
thirty-two

and

of

said

chapter

shall be so subject to any and all provisions of said chapter

thirty-two; provided, however, that a teacher in the city of Boston retirement
system retired under the provisions of this section shall be
provisions

of

said

subject

to

the

chapter thirty-two only to the extent that he would have

been if his retirement had not been in accordance with the provisions of

this

• section.
The

total normal yearly amount of the retirement allowance, as determined

in accordance with the provisions of section five of said chapter
of

any

thirty-two,

employee who retires and receives an additional benefit under the re¬

tirement incentive program in accordance with the provisions of

this

section

shall not exceed four-fifths of the average annual rate of his regular compen¬
sation

received

during

any

period of three consecutive years of creditable

service for which the rate of compensation was the highest or of
annual

rate

the

average

of his regular compensation received during the periods, whether

or not consecutive, constituting his last three years

of

creditable

service

preceding retirement, whichever is greater.
For

any

married

employee who retires and receives an additional benefit
I

under the provisions of this act, an election of a retirement option under the
provisions of section twelve cf said chapter thirty-two shall not be valid un¬
less

(Jt)

it

is accompanied by the signature of the member's spouse

indicating

the member’s spouse’s knowledge and understanding of the retirement option se¬
lected,

or

(ii)

« certification by the teachers’ board of retirement or the

retirement board of the city of Boston,
received

notice

if applicable,

that

of such election as hereinafter provided.

such

spouse

If any member who

is married files an election which is not so signed by his spouse,
«rs

board of retirement or

plicable,

shall

days

following

if ap¬

shall

not

take

effect

until

the date on which such notification is sent, and such

other time permitted under said chapter thirty-two.

tion shall be deemed to affect
but

teach-

within fifteen days notify the member’s spouse by registered

•lection may be changed by the member at any time within thirty
*ny

the

the retirement board of the city of Boston,

»*il of the option election, and the election
thirty

has

days,

or

at

Nothing in this sec¬

the effective date of any retirement allowance,

in the ever.: of any ejection having beer, filed which is

not

so

accompa-
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ni«d,

th*

payment of any allowance «o elected ahall

not be commenced

than thirty days after the sending by the appropriate board of

retir

11•*m*n t

oj

the notice required hereunder.
The

teachers*

board of retirement or the retirement board of the el
* City oj

boston,

if applicable, shall provide retirement counseling

choose

to

to

employ***

consider retiring or who choose to retire under the retirement in

centive program established by this section.
but not be limited to. the following:

Such counseling

shall

includ*

(i) a full explanation o* the retirement
•

benefits

wh

provided by this section;

*

<ii> a comparison of the expected lifeti.*

retirement benefits payable to such employee under

the

retirement

incentive

program and under the existing provisions of chapter thirty-two of th* General
Laws;

(iiij

the election of a retirement option under the provisions of sec¬

tion twelve of said chapter thirty-two;
after

retirement;

(v)

(iv) the

restrictions

on

employment

the provisions of health care benefits under the provi¬

sions of chapter thirty-two B of the General Laws;

(vi) the provisions of

law

relative to the payment of cost-of-living adjustments to the retirement allow¬
ance,

in

years in which there is such an adjustment: and (vii) the effect of

federal and state taxation on retirement

income.

Each

such

employee

shall

sign a statement that he has received such counseling or that he does not want
to receive such counseling prior to the approval by the teachers* board of re¬
tirement or the retirement board of the city of Boston,
employee’s

if applicable, of such

application for superannuation benefits and the additional benefit

provided by this section.
The commissioner of the public employee

retirement

administration

shall

analyze,

study, and valuate the costs and the actuarial liabilities attributa¬

ble

th*

to

additional benefits payable in accordance with the provisions of

this section of the retirement
for

each

section;
his

city,

this

that said commissioner shall file a report

for

said

city,

in

writing

the

city,

town,

regional

school committee,

further,

that

thereof

independent vocational school,

county agricultural school or educational collaborative as the
provided,

of

town, county or district on or before December

thirty-first, nineteen hundred and ninety-four, and shall send a copy
to

section

town, county or district which accepts the provisions of this

provided,

findings

incentive program established by

case

may

be;

said reports shall be filed with the joint committee

on public service ar.d the house and senate committees on ways and

means,

the
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applicable

city*

t of the costs and the actuarial liabilities attributable
fifty percent of
additional

to

the

benefits payable under the retirement incentive program in accord¬

ance with the provisions of this section and a funding schedule for

the

com¬

monwealth which shall reflect fifty percent of the costs and the actuarial li¬
abilities attributable to the additional benefits payable under the retirement
incentive program in accordance with the provisions of this section; provided,
howaver.

that said schedules shall be designed to reduce the applicable city,

town, county or district and the commonwealth*s additional
attributable

to

liability

such costs and liabilities to *ero on or before June thirti¬

eth, two thousand and ten; provided, however, that in
ules,

pension

preparing

such

sched¬

the board shall consider the analysis of the commissioner of public em¬

ployee retirement administration filed in accordance with

the

provisions

of

this section; provided, further, that said board shall triennially update such
schedules

until said June thirtieth, two thousand and ten; provided, further,

that the commonwealth’s funding schedule and updates shall be subject
approval

of

the

secretary

of administration and finance.

to

the

Said board shall

»

file such funding schedules with the joint committee on public service and the
house and senate committees on ways and means on or before March first,

nine¬

teen hundred and ninety-five, and shall file updates thereto triennially on or
before

March first of each year.

In each of the fiscal years until the actu¬

arial liability determined under this section shall be
shall be deemed an obligation of
which

has

to

rero,

it

town, county or district

accepted the provisions of this section to appropriate annually an

amount sufficient
ties

the applicable city,

reduced

to meet fifty percent of the additional costs

and

liabili¬

attributable to the additional benefits payable under the retirement in¬

centive program and said applicable city, town, county or district

shall

pay

the same to the commonwealth's pension liability fund annually; provided, how¬
ever.
ment,

that if any such city,
the commissioner of

town,

county or district fails to make said pay¬

the department of revenue shall deduct such liabili¬

ty from the annual education aid provided pursuant to chapter seventy to
city,

town,

county

or

district;

provided,

further,

said

that such liability de¬

ducted shall be appropriated to the commonwealth pension liability fund;

pro-

H 1000
vid*«J,

further,

that ancillary costs attributable to any employe* who retlr

un«3er the retirement incentive program astablishad by this section

li-i,

to

•

the payment of accrued vacation,

unused sick leave or any other severance p«y

••nt, shall be the financial obligation of such city, town, county or district
psid out of the sums appropriated or othervi.e made available to the appropn*t* c^y*

town, county or district for the fiscal year

ninety-five;

provided,

further,

that

there

funds for the payment of said ancillary costs;
fifty

percent

nineteen

hundred

»nd

shall be no supplemental state
and

provided,

further,

that

of the total premium cost for health insurance provided to any

•aployee who so retires shall also be paid out of

the

sums

appropriated

or

otherwise made available for the fiscal year nineteen hundred and ninety-five;
provided,

further,

that

any employee who so retires shall not pay more than

the percentage contribution charged to any other retiree comparable health in¬
surance coverage; provided,

further,

that there shall be no

supplemental funds to pay said insurance costs.

additional

state

.»

The board of education shall list each position made vacant by the retire¬
ment

of

an

employee under the retirement incentive program and receiving an

additional benefit in accordance with the provisions of this section and shall
file such list with the joint committee on public service and

the

house

and

%

senate ways and means committees on or before December first, nineteen hundred
and

ninety-four;

provided,

however,

that for each position, such list shall

include the classification title of such position,

the salary range

for

such

title and the salary payable to the person who so retired from such position.
SECTION 84.
to

establish

The department of education is hereby authorized and directed
a

demonstration project on or before September first, nineteen

hundred and ninety-four,
in

to assess various models of parent outreach

programs

working with families of children between the ages of one and three years.

Said project shall gather data and test a variety of parent outreach programs,
in order to choose the model most effective and most compatible with the over¬
all system in the commonwealth for universal implementation by January
nineteen hundred and ninety-seven.
urban,

suburban, and rural

tion project shall

include,

first,

The models selected shall be tested within

school settings.

Models chosen for the demonstra¬

but not be limited to,

the following:

home visits

by parent educators to educate parents about the physical, mental and emotion¬
al development of children; assistance and
their

own

support

to

parents

for

educational needs; promotion of literacy within the home;

134

meeting
substar.
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tUl p.M„..l Involvement in .etivltU. for chilOt.n, Puibanc. at
£

Jck

each

.t.,e

chUO'. development, periodic health eer.enin, end ...tin, of children to

0

...

motor development: mnd ,roup vi.it. -i« other p.rticipe-

ting parents.
perticip.tion by per.nt. burin, the demon.tr.tion. project end

,MU

M

voluntary.

thereafter

Parent outreach pro,r... .hall be mad, available to all

parent, free of char,.,

breach effort., initially, ahould focu. on

popula¬

tion. of children identified a. educationally at riak.
„ia

demon.tr.tion

project,

hundred and nlnety-aia.

.hall terminate on Dmcember fir.t. nineteen

The department of education .hall file

a

report-

of

lt. findin,.. to,«ther with it. recommendation, and draft, of l.,i.l.«ion nec...ary

to

l-plm-ent

a

model

pro,ram. by filin, the ..... on or before .the

f,r.t Hedne.day in December, nineteen hundred and ninety-.U. vith
of

the

the

clerk

hou.e of r.pre.ent.tive. -ho .hall forward the .... to the Joint com-

•ittee on education.
The department .hall aubmit to the ,.n.r.l court a bud,.t r.,u..t
plement

the

provi.ion.

to

im¬

of thi. a.ctlon no later than December thirty-fir.t.

nineteen hundred and ninety-three.
SECTION 8S.

The eo»mi..loner of education .hall develop, pur.u.nt to ..c-

tion on. E of Chapter .i.ty-nin. of the General
for

mathematic,

Law.,

curriculum

framework,

.ci.nc. and technolcy. hi.tory and .oci.l .cience. En,li.h

and forei,r. l.h,u.,e. no later than January fir.t. nineteen hundred and
ty-five.

and

.hall

nine¬

develop curriculum framework, for the art. no later th.n

January first, nineteen hundred and ninety-six.
SECTION 86.
cretionary

The board of education shall establish and administer a

grant

program to assist cities and towns in initiating and imple¬

menting drug awareness and resistance
D.A.R.E.

dis¬

programs.

Said

programs

education
may

programs.

to

be

known

as

be established by municipalities to

teach middle school students the skills necessary to resist drug use and shall
be implemented by local and state police officers.
program

shall,

subject

to

officer's salary per community
D.A.R.E. programs.

appropriation,
in

Said

discretionary

grant

fund fifty pe.cent of one police

communities

that

have

implemented

The secretary of public safety or the chairman of

the gov¬

ernor's alliance against drugs shall develop criteria for selecting cities
towns to receive financial assistance pursuant tc this section.

said

H 1000
SECTION 87.
bers

in. commissioner of eduction, tne attorney g.her.l
r v neral, tuo

of the house of representatives to be appointed by the speak,.,

,wo

bars of the aenate to be appointed by the president of the senate. and .
ber

to be appointed by the governor shall study the feasibility of est.bllfh

ing regional boarding schools and other educational alternatives ir
•
■onw.lth

for

th.
con-

dropouts and for those students who are chronically dl.,„pUv,

and whose disruption is not due to special needs as defined by .tat. .„d
er.l

law

and

regulations.

ftJ.

a.sults of ..id study shall be submitted to the

joint committee on education, arts, and humanities of the

general

court

not

October firsts nineteen hundred and ninety-three.
SECTION 18.

The

attorney

statewide training progra..
safety and the law.
the

district

general

establish

Implementation of said program shall

attorneys

a

project alliance

so-called, for school personnel relative to school
be

coordinated

by

in each district as set forth in section thirteen of

chapter twelve of the Ceneral Laws.

The attorney general and the commissioner

of education shall Jointly establish and
committee

shall

chair

an

to oversee implementation of said program.

implementation

oversight

Tunding for implementa¬

tion of said program shall be equally divided between the office of the attor¬
ney general and the department of education.
SECTION 89.

There is hereby established a student initiatives discretion-

ary grant program for conflict

resolution and peer training to be

by the commissioner of education.
of

the

cost

of student

Said grant program shall fund fifty percent

initiatives and shall be targeted toward high school

students.

Grant proposals shall

volvement

in

the

implemented

planning

include a statement

and

explaining

implementation of said grant.

student

in¬

Said program

shall be subject to appropriation.
No later

SECTION 90.

the

board

shall

than June first, nineteen hundred

and

ninety-four,

(i) establish new standards for the certification of princi¬

pals in light of the responsibilities given to principals under this act,
(ii)

fashion

and

procedures for recertifying persons serving as principals under

these new standards.
SECTION 91.
guidelines

for

The higher education coordinating

council

shall

promulgate

the attracting excellence to teaching program, established by

section nineteen A of chapter fifteen A of the General
January first, nineteen hundred and ninety-four.

Laws,

no

later

than

SECTION 92.

•on

thirty-eight of this act shell not apply to any per-

Section

i '
employed as a school nurse by a school committee on or before

tive date of this act.

the

effec¬

^•
s

SECTION 93.

education

There shall be appointed a commission on regulatory relief in

to review and evaluate all statutes and regulations related to edu¬

cation and to make recommendations to the board to reduce the scope
the

administration

of.

ease

of. simplify the compliance with, and, where appropriate,

eliminate such regulations and to reduce the amount of paperwork

required

connection with public education and the state's regulation thereof.

in

The com¬

mission shall consist of fifteen members, appointed by the governor, mnd shall
be

broadly

wealth.
ceive

representative

of the racial and ethnic diversity of the common¬

members shall receive no compensation for their services but may
reimbursement

for

their

re¬

reasonable expenses incurred in carrying out

their responsibilities as members of the commission.

The secretary of

educa¬

tion shall furnish reasonable staff and other support for the work of the com¬
mission.

Upon

request by the commission, the board of education, the secTet
•

.
i

tary of education and the Joint committee on education, arts and humanities of
the general court shall provide to it information and data

pertinent

to

the

commission's charge.
SECTION 94.

The

departments

of

social services, youth services, mental

i

health and mental retardation shall conduct an investigation and study to
velop

a plan to earmark between one percent and two percent of

get for the provisions of services in school based centers.

de¬

its total bud¬

Said study

shall

include without limitation recommendations for ensuring each school district's
participation in said plan.

The secretary of health and human services shall,

in consultation with the commissioner of education,
Said

secretary

shall, on or before the last Wednesday in December, nine¬

teen hundred and ninety-three,
representatives

who

participate in said study.

file said plan with the clerk of the

house

of

shall forward the same to the Joint committees on educa¬

tion and human services.
SECTION 95.
to the contrary,
access

to

Notwithstanding the provisions of any general or special

superintendents of school departments or districts shall have

criminal offender record

information on employees,

ployee, and non-employee contract personnel who
students.

Such

law

have

frequent

prospective em¬
contact

with

information will be made available subject to procedures de-

•

>?

h

icoc

veloped by and agreed to by the. secretary of public safety and the commit.<
i* • •• ion*
er of education.

/

.

-**

SECTION 96.
the

.
\

All school-aged children placed by, or under the control

department

of

0f

public welfare or the department of social services under

the provisions of sections seven and nine of chapter seventy-six of the Cent¬
al Laws, other than in their hometown,
schools

paid

by

the

shall have their tuition in the

commonwealth to the city,

public

town or regional school dis¬

trict .

_

i

SECTION 97.
visions

of

Notwithstanding any contrary provision of this act, the

chapter

pro¬

six hundred and thirteen of the acts of nineteen hundred

and eighty-seven shall continue to apply

to

the

governance

of

the

Boston

school department.
SECTION 98.

Each regional employment board, as established by section one

hundred and five of chapter one hundred and sixty-four of the acts of nineteen

%
hundred

and

eighty-eight, shall work with comprehensive high schools and ref. .
t

*
i

gional vocational-technical schools in its region to develop a plan to provide
i

transition for students into the work force.

Such plan shall be

incorporated

4

into
board.

an

annual

report

from

the school district to the regional employment

Each regional employment board shall submit a work

strategic

plan

annually

to the MassJobs Council.

force

development

This plan shall include a

I

comprehensive school-to-work transition policy for its region.
of this section,
SECTION 99.

For

purposes

region shall be defined by said section one hundred and five.
All

programs

and actions undertaken under the provisions of

this act shall be conducted in a manner reflecting and encouraging a policy of
nondiscrimination and equal opportunity for members
women.
take

of

affirmative

and

steps to ensure equality of opportunity in the internal afe

fairs of such departments and districts, as well as in
the public,

their

relations

with

including those persons and organizations doing business with said

departments and districts.

Each school district department and district shall

measures to ensure equal opportunity in the areas of hiring, promotion,

demotion,

transfer,

recruitment,

and in-service training programs.
an

groups

All officials and employees of any school department or district shall

'

adopt

minority

layoff or termination, rates of compensation,
The department of education

shall

conduct

ongoing review of affirmative action steps taken by various school depart¬

ments and districts to determine whether such departments 'and
ccTp'vi-g with the

intent cf this section.

districts

are

Whenever such noncompliance is de

H 1000
.
termined by

board of education,

tht

the commissioner shall hold a public hear- .
f

the Mtter and report hie ,resulting recommendation* to the school com.

the department or -district

ID 1 1

and

to

the

Ma«*achu«ett*

commission

^•

•gainst discri®ination.
SECTION 100.

The secretary of administration and finance is hereby autho¬

rized and directed to recommend .revisions in the governor*• budget recommendsi

tion

for

the

fiscal

year

ending

on

June thirtieth, nineteen hundred and

ninety-four to reflect the provisions of this act,
to,

including, but not

limited

the increase in aid for education and the cost of the early retirement in¬

centive

authorized

by

this act.

Such recommendations shall be submitted to

the house and senate committees on ways and means not later than the day after
this act has the force of a law.
tional revenues,
by line-item,
for

the

Such recommendations shall specify the addi¬

if any, or decreases in expenditure recommendations,

if

any,

that will ensure that the budget of the commonwealth is balanced

fiscal year ending June thirtieth, nineteen^hundred and ninety-four.

:

v

No such decreases in expenditure recommendations shall be taken from local aid
/

accounts, so-called,

including but not limited to additional assistance,

tery

eighty-one

aid,

chapter

lot-

and chapter ninety highway funds, payments in

lieu of taxes and police education incentive reimbursements.
SECTION 101.

The board of education,

with the advice of the commissioner,

shall appoint an advisory commission on the student
•Adult

resources'

shall

be

counselors and other academic
eleven members,
ignee,

who shall

public

school

for a

Classroom teachers

meet

first,

annually,

shall

be

guidance

The commission shall consist

Six members of

shall

nineteen hundred

of

the commission shall be

to broadly represent different

grade

be public school principals and
students.

of

compliance

the commission shall

reimbursed

for

and

than December

by the board and making any

No member of

teacher's aides,

ratio.

the commissioner of education or his des¬

public school

no later

board assessing the extent
adopted

staff.

chosen

two members

teachers,

resources

Said members

shall

two
serve

two years each.

After December
shall

be

as

serve as chairperson.

shall be parents of

term of

support

one of whom shall

levels ar.d disciplines,
members

defined

to adult

ninety-three

first and

with

the

the

commission

file a report with the

class

size

regulations

recommendations for modification

receive any compensation,

their expenses

10?

but

actually and necessarily

the

thereof.
members

incurred

in

H 10C0
the discharge of

WSSYA4

UU

..IT.

.
support for the
coanlssion,

SECTION 102.

including cl.tic.l .„d r....rch aetivlu.s.

Th.r. .hall b« establish.d * ti.k tore. on ,unletp4l tl[)

whose membership shall include
***•

*mnner

-

i

in

which the com

fiftt.n person, fs.ili.r with is.u.s conc.rnin,
ionw«alth's aunicipsl s.rvic.s sr. d.liv.r.d ,„d

financed.

**ia —'Mt*hip *'“11 e°n,l*‘ OJ: «*• P«*o». to b. sppoi„,.d by th. sov_
•rnor. two Mdnr. of th. s.n.t. to b. .ppolnt.d by th. pr..ld.nt of tb.
•t.

snd

flv.

aaab.r. of th. hous. 0{ r.prtMnt.ttv„ „ ^ .ppelB{tJ

.P..h.r of th. hous. of r.pr.s.ntstiv..,

*.id

tote.

,h.u

th<

^

with ..saining .11 a.p.et. of tb. d.llv.ry snd fin.ncin, of aunicipsl s.rvic..
«ith

sp.ei.1 consid.rstion to th. rsvi.w snd r.eon.id.r.tlon of th. r.eo«.„-

dstions asd. by th. Hsaill eoaai.slon. so-e.ll.d, who... r.port us, fu.d

»ith

th. g.n.rsl court on April twelfth, nin.f.n hundr.d sh'd ninety and shsll
r.coaaendstions, if any, together with drafts of legislation n.c.s.sry to car¬
ry

it.

r.coaa.ndations into .ff.ct, by filing th. sab* with th* cl.rk of th.
*>

hous. of r.pr.s.ntativ.s on or b.for. S.pt.mb.r

thirtieth,

nin.t..n

hundr.d

snd ninety-three.
SECTION 103.

Section

sixty-four of this set shsll take effect on January

first, nineteen hundred and ninety—four.
SECTION 104.
eighty-nine

of

No

charter

chapter

scnool.

established

to

section

seventy-one of the General Laws may be authorized to

open prior to the school year beginning in the fall of
ninety-five.

pursuant

nineteen

In the year nineteen hundred and ninety-eight,

hundred

and

the general court

shall study the effects of the limits on the number of charter school students
and

shall

consider possible increases or decreases.

duction in the limit on the number
schools,

students

of

students

Notwithstanding any re¬

allowed

to

attend

charter

enrolled in charter schools shall have a right to continue

in that school through its highest grade level unless expelled for cause.
SECTION 105.
passage;
and
(j)f

Section sixty-one of this act shall

provided,

however,

take

effect

that the provisions of subsections (c),

(i), and the requirement of random selection for admission

in

upon

its

(d),

(/>).

subsection

of section twelve B of chapter seventy-six of the General Laws shall not

apply with respect

to the school year beginning in September of nineteen

dred and ninety-three.

hun¬
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House of Representatives, June

3

'

19?93

. . •*

7

Speaker

Preamble adopted

In Senate. June

3

.

1993

, President
Preamble adopted,

House of Representatives# June

Bill passed to be enacted.

Approved,
at

o'clock and 57 siinutes.

Governor.

. K,

^

# 1993.
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Department of Education
350 Main Street, Malden, Massachusetts 02148-5023

Telephone: (781) 338-3000

McDuffv v. Secretary of Education

In lune 1993 the Massachusetts Supreme JudiciaJ_Court issued its decision in McDuffy v.
c^rpt3ry of Education, 415 Mass. 545 (1993). ]jhe decision established the state
constitutional standards against which education reform efforts in Massachusetts will be
judged./
The complaint, which was initiated in 1978 and amended in 1990, was brought on behalf of
students in certain property-poor communities, alleging that the school finance system
violated the Education Clause of the Massachusetts Constitution. (Since the U.S. Supreme
Court decided in Rodriguez (1973) that the U.S. Constitution does not provide a right to equal
educational opportunity, all school finance cases have proceeded under state Constitutions.)
In words unchanged since 1780, the Education Clause of the Mass. Constitution states, in part:
It shall be the duty of legislatures and magistrates, in all future
periods of this Commonwealth, to cherish ... the public schools and
grammar schools in the towns... .
The plaintiffs claimed that the Commonwealth had failed its constitutional duty to provide
them with the opportunity to receive an adequate education of sufficiently high quality/
The Supreme Judicial Court held, in its 1993 decision, that the Education Clause is not
merely aspirational or hortatory, buUmposes on the Commonwealth an enforceable duty to
provide an education for all it§ ‘children, rich and poor, in every city and town of the
Commonwealth at the public school level. On the issue of state and local responsibility the
Court stated:
if

i

While it is clearly within the power of the Commonwealth to
delegate some of the implementation of the duty to local
governments, such power does npt include a right to abdicate the
obligation imposed on magistrates [the executive branch] and
legislatures placed on them by the Constitution.
The Court held further that the Commonwealth had failed to meet its constitutional
Scho. ,T\Clt'n8’ am0ng 0ther th'n8s’the Board of Education's 1991 Report on Distressed
0001 Systems and School Reform.

Th

•

;

educatfnn^TS dic^01 re9uesC and the Court did not order, equalized spending on public
to devicp
nste^d’the Court left it to the legislative and executive branches of govemme
a remedy that would meet the constitutional duty.

ai die conclusion of the decision, the Court set out broad guidelines regarding the nature of
the constitutional duty to educate. These guidelines are taken from the Kentucky Supreme
Court's 1989 opinion in Rose v. Council for Better Education, Inc..
An educated child must possess at least the seven following
capabilities: (i) sufficient oral and written communication skills
to enable students to function in a complex and rapidly
changing civilization; (ii) sufficient knowledge of economic,
social and political systems to enable students to make
informed choices; (iii) sufficient understanding of
governmental processes to enable the student to understand the
issues that affect his or her community, state, and nation; (iv)
sufficient self-knowledge and knowledge of his or her mental
and physical wellness; (v) sufficient grounding in the arts to
enable each student to appreciate his or her cultural and
historical heritage; (vi) sufficient training or preparation for
advanced training in either academic or vocational fields so as
to enable each child to choose and pursue life work
intelligently; and (vii) sufficient level of academic or
vocational skills to enable public school students to compete
favorably with their counterparts in surrounding states, in
academics or in the job market.
The Court stated its presumption that the Commonwealth would fulfill its responsibility with
respect to defining the specifics and the appropriate means to provide the constitutionally
required education. The Court authorized a Single Justice to retain jurisdiction, in his or her
discretion, to determine whether appropriate legislative action has been taken within a
reasonable time
The Education Reform Act.of 1993 was passed by the Legislature a few days before the
Court issued the McDufiy/decisiom and was signed into law by the Governor a few days
after the decision. Among other things, the Act established the foundation budget for school
districts, using a formula to provide every school with adequate and equitable resources. The
Act defines the minimum local contribution required from each city and town in support of
public schools, and Commits to increase state aid for education substantially through the year
2000, to bring everjfdistrict up to the foundation level.
Under the authority of the Education-Reform Act, the Board of Education adopted the
Common Core of Learning in 1994, elaborating on the Kentucky list in McDuffy to define
v^hat all Massachusetts students should know and be able to do by the time they graduate
horn high school. The development of curriculum frameworks and statewide assessment of
students and schools are further steps in meeting the requirements of the Education Reform
ct and the constitutional duty articulated in McDuffv. Other key state education reform
initiatives are summarized in reports published periodically by the Department of Education.
-

tu

1

•

Y

\;

McDuffy case has remained open, under the jurisdiction of a Single Justice of the
upreme Judicial Court. Two developments in the litigation since 1998 are worth noting.

In October 1998. in Lopez v. Board of Education, students attending public schools in six
towns filed a complaint with the Single Justice of the Supreme Judicial Court alleging that
the Legislature has failed to fulfill the constitutional mandate set-forth in McDuffy.
Specifically, the Lopez plaintiffs claim that the foundation budget formula impermissibly
takes into account the average annual per capita income of each municipality in determining
how state education funds are distributed to municipalities and the minimum financial
obligation of each municipality to contribute to the education of its children. In addition, the
plaintiffs claim that the foundation budgets for the towns in which they attend public school
are insufficient to provide them with a quality education and that the minimum local
contributions are too high. Cross-motions for summary judgment are pending before the
Single Justice. •
In December 1999, the McDuffy plaintiffs filed a brief with the Single Justice in the Lopez
case and a motion for further relief in the McDuffy case. The McDuffy plaintiffs allege that
they continue to receive a constitutionally inadequate education and that they attend schools
in "systems [that] continue to suffer with largely the same conditions" that existed when the
Supreme Judicial Court issued the McDuffy decision in 1993. The Attorney General is
responding on behalf of the Commonwealth.
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s

unofficial

synopsis available from the reporter of
DECISIONS.

The Supreme Judicial Court today issued a decision in
two cases initially brought by students in the public
schools of various cities and towns of the Commonwealth,

seeking a declaration of their rights against the Secretary
of the Executive Office of Education and other State
officials.

The plaintiffs alleged that the Commonwealth,

through its school-financing system,

has effectively denied

them the opportunity to receive an adequate education,
violation of its duty under Part II,
Massachusetts Constitution.

c.

5,

§ 2,

in

of the 1780

The plaintiffs did not identify

any particular school financing statute that they sought to
have the court declare unconstitutional.
In a comprehensive opinion by Chief Justice Paul J.
Liacos,
c*

5,

the Supreme Judicial Court concluded that Part II,

§ 2,

of the; Massachusetts Constitution is not merely
*r

,

hortatory or aspirational,

but imposes instead an

* /

enforceable duty /bn the Commonwealth to ensure the education

i
of its children in the public schools.
since 1780,

In words unchanged

the Constitution provides that "it shall be the

duty of legislatures and magistrates, • in all future periods
this Commonwealth,

to cherish

.

grammar schools in the towns...
xrvx 1

.

.
.11

the public schools
The court based its

*

ng on a ^etailed examination of public education as it
g’nated in the colonial period and continued under the
ter of the Province of Massachusetts Bay and under the

. ‘v

Massachusetts Constitution.

The Justices observed n
'-nat none

of the other powers and responsibilities of the execute
and legislative branches of government is described in th
Constitition as a "duty."
The court then concluded,
stipulations,
professionals,

reports,

from the parties'

extensive

and affidavits of education

that the Commonwealth has failed to meet its

constitutional obligation.

The court drew in particular on

the facts agreed to by the parties and considered as well
the opinions of the superintendents of schools of four of
the plaintiffs' ‘school districts,
i.fiices»er,

Lowell,

and Winchendon,

namely,

Brockton,

as to conditions in those

districts and contrasted them with the conditions existing
in the more affluent "comparison" districts of Brookline,
Concord,

and Wellesley.

Having considered a variety of’

approaches by the Supreme Courts of other States,

the court,

quoting from the Kentucky Supreme Court's opinion in Rose v.
v

1

Council, for Better. Educ. ,
■/

790 S.W.

2d 186,

212

(Ky.

yt

.

1989)

Inc..

articulated/Vbroad guidelines for fulfilment of the
0W

, i.

Commonwealth's constitutional duty.
opinion stated,
capabilities:

An educated child, the

must possess "at least the seven following
(i)

sufficient oral and written conmunicatibrr

skills to enable students to function in a complex and
rapidly changing civilization;
economic,

social,

(ii)

sufficient knowledge of

and political systems to enable students
«

to make informed choices;

(iii)

sufficient understanding o.

governmental processes to enable the student to
X

,

/

understand

■ ,*•
\. ►

the issues that affect his or her community,
nation/

(iv)

state,

and

sufficient self-knowledge and knowledge of his

or her mental and physical wellness;

(v)

sufficient

grounding in the arts to enable each student to appreciate
his or her cultural and historical heritage;

(vi)

sufficient

training or preparation for advanced training in either
academic or vocational fields so as to enable each child to
choose and pursue life work intelligently;

and

(vii)

sufficient level of academic or vocational skills to enable
public school students to compete favorably with their
counterparts in surrounding states,

in academics or in the

job market."
The court ordered entry of a judgment declaring that
the provisions of Part II,

c.

5,

§

2,

of the Massachusetts

Constitution impose an enforceable duty on the executive
( magistrates")

and legislative branches of the government

of the Commonwealth to provide education in the public
t

schools for the children there enrolled,

whether they be

rich or poor and ^without regard to the financial capacity of
4

?

the community or district in which such children live.
Additionally,

the judgment is to declare that,

governments may be required,
hools,

while local

in part,-to support the publid~

it is the responsibility of the Commonwealth to

take such steps as may be required in each instance to
devise a plan and sources of funds to meet the "
constitutional mandate.

The opinion further stated that a

lngle 3ustice of the Supreme Judicial Court may retain

jurisdiction of the cases to determine whether,
reasonable time,

appropriate

within

legislative action has been

taken.
Justice Francis P.

O'Connor,

in a separate opinion

concurring in part and dissenting in part,

agreed with the

other Justices that the Commonwealth has a constitutional
duty to provide an education for all its children,

and

agreed as well that the educational program described in the
opinion of the court would satisfy the constitutional
mandate.

Justice O'Connor,

however,

was of the view that

»

the record in tVie present cases did not establish that the
Commonwealth had failed to provide public education in
keeping with the constitutional mandate.

f*.
x'J
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JAMI McDUFFY & others\J/ vs.
;ECRETARY

OF THE EXECUTIVE OFFICE OF EDUCATION & others\5/
(and a companion case). \y

February 2,

Suffolk.
Present:

Liacos,

C.J.,

Abrams,

1993.

-

June

15,

Nolan,

O'Connor,

1993.

& Greaney,

constitutionai.Law, Education, General Court.
General
‘
CommonwealthT Education, Financial matters.

JJ

Court.

action commenced in the Supreme Judicial Court for the
county of Suffolk on May 9, 1978.
civil

civil
March

15,

action commenced in the Superior Court Department on
1989 .

Proceedings under the first seven counts of the complaint in
the second case were ordered transferred to the Supreme Judicial
Court for the county of Suffolk by Abrams, J. , and the two cases
were reported by her on a stipulation of agreed facts.

Michael D. Weisman (Sara Miron Bloom, Mark A. Simonoff- &
Alan J. Rom with him) for the plaintiffs.
Douglas H. Wilkins. Assistant Attorney General (Mary C.
Connaughton, Assistant Attorney General, & Robert H. Blumenthal,
Special Assistant Attorney General, with him) for the defendants.
The following submitted briefs for amici curiae:

■3
A

\i/rhe plaintiff^ are sixteen young people who live and
attend public school•in Brockton, Belchertown, Berkley, Carver,
Hanson, Holyoke, Lawrence, Leicester, Lowell, Lynn, Rockland,
owley, Salisbury, Springfield, Whitman, and Winchendon.
..

B°ard of Education, the Commissioner of Education,_.and
e Treasurer and Receiver General.

novpH1^ additi°n' the plaintiffs sued the Governor.
The Governor
again
dismiss the case against him for lack of jurisdiction
grani-SH
und?r G* L* c- 231A (1990 ed.)/ and a single justice
(19i:n
the.motion*
See Rice v. The Governor. 207 .Mass. 577, 580
hac u *
Neither house of the Legislature nor any member thereof
as been joined as a party defendant.
Jordan Levy & others

vs.

.The Governor & others.

t

2

Paul A. Minorini & Steven J. Routh, of the District
Columbia, Helen Hershkoff, of New York, & John Rein^tajp ^
Civil Liberties Union of Massachusetts & others.
Henrv C. Dinger & Barbara Healv Smith for Massachusetts
Business Alliance for Education & others.
Scott P. Lewis & Wendy J. Bookstein for Jonathan Kozol
Stephen J. Finnegan & Michael J. Long for Massachusetts
Association of School Committees, Inc., & another.
David Lee Turner. Town Counsel, for town of Brookline.
Robert Pressman for Center for Law & Education & another
Naomi R. Stonberg & Linda Thomas Lowe for School Committee
of Gloucester & another.
Jeffrey w. Jacobsen for Massachusetts Federation of
Teachers, AFT, AFL-CIO.
Michael B. Rosen for Trustees of Boston University.
Roger L. Rice for Padres Unidos en Educacion y el Desarrollo
de Otros & others.
Charlotte Ryan, pro se.
Dr. Peter L. Franaipane for Lynn Citizens Coalition for
Public Education.

LIACOS,
by

the

C.J.

people,

The Constitution of this Commonwealth,

adopted

provides:

"Wisdom and knowledge, as well as virtue, diffused
generally among the body of the people, beihg necessary
for the preservation of their rights and liberties; and
as these depend on spreading the opportunities and
advantages of education in the various parts of the
country, and among the different orders of the people,
it shall be the.duty of legislatures and magistrates,
in all future periods of this Commonwealth. :c cherish
the interests of literature and the. science.
-na -seminaries of tjhero; especially the university at
Cambridge, public schools and grammar schools in the
towns; to encourage private societies and public
institutions, rewards and immunities, for the promotion
of agriculture, arts, sciences, commerce, trades,
manufactures, and a natural history of this country; t0 Vcountenance and inculcate the principles of humanity
and general benevolence, public and private charity,
industry and frugality, honesty and punctuality in
their dealings; sincerity, good humour, and all social
affections, and generous sentiments among the^people.
Part

II,

c.

5,

§

2,

of the Massachusetts Constitution.
A

J

■ /

3

sixteen students of the Commonwealth's public
In this

in sixteen different towns

hools

Board of Education,

the

sued

case,

secretary of

the Commissioner of Education,

the Executive Office of Education,

Receiver General,
231A

and cities of the Commonwealth

(1990

ed.)

the

and the Treasurer

seeking a declaration of rights under G.

that the Commonwealth has

failed

to

fulfil

L.
its

duty to provide them an education as mandated by the
Constitution.
financing

The plaintiffs claim that the

system effectively denies

receive an

adequate education

communities.
education,
§

2,

This denial

Massachusetts

1

and

10

them the

of the opportunity

of

violates

school¬

opportunity

in the public schools

the plaintiffs claim,

and arts.

State's

for

both

the Declaration of

in

to

their

an adequate

Part

II,

Rights

c.

of

5,

the

Constitution.

I
Initially,

suit was commenced

in May,

1978,

under the

s
caption Webby vs.
motion

for class

Dukakis,

by the

filing of

a

complaint and a

. Jjp

f

1

certification

in the Supreme Judicial

Court

for

/«'

the county of
enacted
1978,

C.

Suffolk.

"School Funds and State Aid
367

s

70C

(codified at G.

legislative enactment,
until

1983,

a single

Shortly thereafter,

the case was

the Legislature

for Public Schools,"
L.

c.

70).

inactive

St.

Following that
for five years,

when the parties initiated discovery.

In July,

1985,

justice of this court referred the case^to a master with
I

orders to hear the evidence and to make
conclusions

of

law.

However,

findings of

fact and

that same month the Legislature
X

enacted

“An Act

Commonwealth,"
c.

7 0A) ,

years

and

see

in

1990,

before us)

certification.
of

agreed

to

the public

1985,

c.

and,

§

the plaintiffs

12

of

the

(codified at g

l

again suspended

filed a

"restated complains

and a renewed motion for class
1991,

the parties

in November,

stipulation of
the

188

schools

in the case were

In October,

facts,

supplemental
appendix

St.

proceedings

later,

(presently

improving

agreed

filed a stipulation

1992,

they

facts

along with a

stipulations consisting of

filed a
joint

six volumes of

documents.
In

1989,

filed

in

first

seven

claims
in

the

by

a

separate suit,

captioned Levy vs.

Superior Court Department
counts

of

the complaint

nine young people who

Worcester,

Carver,

Revere,

live

Dukakais, was

in Worcester County.

The

in the Levy case consist of
in and attend public schools

and Rockland,

against various State

education officials and institutions challenging the

i

constitutionality of

the State's

school-financing system

»
i

■i

May,

1990,

Robertson,
the

the

single

justice

in the present case,

st’

issued an order transferring the

McDuffy L§

first seven counts

Levy complaint from the Worcester Superior Cour - to th^.

The plaintiffs through >their next friends sued, amonq
others, the Governor, the Department
of Education, the
_
Commissioner of Education, the Treasurer and Receiver Gfn^L.ept
and the Board of Education.
They sought a declaratory
that the present system of financing public education fail ^
provide each student with an equa^l educational opportunity
^
that the system therefore violates both the Massachusetts
Federal Constitutions.
We dismiss the claim against the
Governor. G. L. c. 231A, § 2.
See note 2, suppa.
OtneiD ^

LUC

UUVCiliUi.

^

WliC

uepaJL UiUCUU
.

w/A.

i-uuwu W.A. WA* /
.

_

—-

i

•_

,

5

1 wiicial Court for Suffolk County "for disposition."
Supreme

c_
In

both

Juaici

.

211

§

4A

December,

1992,

ed'>'
a

single

justice

reserved

and

reported

the McDuffy case and the Levy case without decision

full Court on the
this

<1990

court

stipulated record.

The

parties

filed

to the
briefs

in

and the court heard oral argument\/

\5/The Levy plaintiffs have adopted the brief and record of
the McDuffy plaintiffs and agree that the court's decision
will
almost certainly" be dispositive of their claims.
\6/we gratefully acknowledge the briefs of the amici curiae:
Gloucester Public Schools and Wellesley Public Schools; Jonathan
Kozol; Center for Law and Education and Massachusetts Advocacy
Center; Padres Unidos en Educacion y el DesarroTlo de Otros
(Parents United in Education and the Development' of Others),
Boston Latino Parents Association, Bilingual Master Parents
Advisory Council o^'the Boston Public Schools, Chelsea Commission
on Hispanic AffairS;, Lynn Hispanic Parents Advisory Council,
Massachusetts Association for Bilingual Education, Chinese
Progressive Association, and Lawrence Hispanic Parents Advisory
Council; Trustees bf Boston University, on behalf of the Chelsea
Public Schools; Massachusetts Federation of Teachers, AFT, AFLCIO; town of Brookline; Civil Liberties Union of Massachusetts,
American Civil Liberties Union, and Massachusetts Teachers
Association; Massachusetts Business Alliance for Education,
Massachusetts AFL-CIO, League of Women Voters of Massachusetts,
Council for Fair School Finance, American Association of
,
j University Women of Massachusetts, Massachusetts Federation of
Business and Professional Women, Inc., American Jewish Congress
New England Region, Citywide Educational Coalition, Citywide
Parents Council, Greater Boston Civil Rights Coalition, Arlington
Street Church Education Task Force, Citizens for^Public Schools,
Hispanic Office of Planning and Education, Latino Parents
^ociation,! Chelsea Parents Couhcil for Special Needs Students,
Choice Through Education, Inc., and Freedom House; Lynn Citizens
Coalition for Public Education; Charlotte Ryan; and Massachusetts
Association of School Committees, Inc., Town of Brookline,*and
assachusetts Association of School-Superintendents, Inc.
«v

.
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6

II
The plaintiffs challenge the constitutionality of the
school-financing scheme
fail,

however,

in the Commonwealth.\j/ The plaintiff

to specify either in their complaint or their

brief any particular financing statute which they seek to have u
declare unconstitutional.
opinion,

As will be briefly shown in this

the school-financing scheme provides a complex, and

frequently changing,

mixture of State and local funding,

with a minor amount of Federal aid.

together

It appears the plaintiff

seek to have us declare the entire financing scheme
unconstitutional.
such a

We shall decline the invitation to engage in

blunderbuss approach.

Instead,

we shall restrict

ourselves to a determination whether the constitutional language
of Part

II,

c.

5,

§ 2,

is merely hortatory,

or aspirational, or
• • . r*.

imposes

instead a constitutional duty on the Commonwealth to
#

ensure the education of its children in the public schools.
We conclude that a duty exists. •

Second,

we shall

attempt

to

t
%

*• i

x\

describe the nature of that duty and where it lies.

Third, we

i<
shall

consider whether on this record such a duty is shown to be
*■ r

violated.

We take this approach because we are confident that

They join similar groups of plaintiffs in at lcaS
twenty-eight States that have challenged school financing sC
on State arid Federal constitutional grounds.
See generally •*,
Strickland, The
rhool Finance Reform Movement, A History
Prognosis:
Will Massachusetts Join the Third Wave of Rcf°
32 B.C.L. Rev. 1105, 1109 (1991).

■*

s

/

and

cutive
the

legislative

branches

of

government will

respond

exe

* g y

propriately

to

meet

their constitutional

responsibilities.

a
The
volumes

the
c

of

record contains

documentary material.

supports their

record
taken

stipulated

together,

§

dispute
supports
even

if

2,

and

both
the
it

arts.

scheme
1

and

plaintiffs'
these

and

six

The plaintiffs claim that

factual assertions,

contentions:

did,

stipulations

and that these

are sufficient to prove their

school-financing
5,

546

The defendant

They deny that the
factual claims,

facts would be

facts,

legal claim that (

in Massachusetts violates
10.

this

Part

education

II,

officials

stipulated record

and they argue

that,

insufficient to prove

the

\^/we note that both parties engage in a clash of views that
focuses on whether the constitutional language requires an
"adequate'' education, whether the State provides an education
which is "adequate," and if not, who is to blame.
We decline to
enter into this aspect of the debate.
To us the.words "adequate"
and "education", can be viewed as redundant as well as
contradictory.
E.H. Filene, a noted businessman has stated:
"When a man's education is finished, he is finished."
Mark Twain
(Samuel Clemens) once stated:
"I have never let my schooling
interfere with my education."
The American Heritage (Electronic)
Dictionary defines "^education" as "the knowledge or skills
obtained," and "adequate" as either "able to satisfy a
requirement" or "barely satisfactory; mediocre."
Synonyms for
adequate (Roget's II Electronic Thesaurus) are:
"sufficient,"
IJsatisf actory," "competent," or "enough."
Synonyms for
education" range from "science" to "knowledge" to "erudition."
The word "adequate" does not appear in the constitutional^
anguage and the struggle of the parties reveals, with good faith
a ^ sides, necessary biases as to meaning.
Thus, we strive to
cons?>ln- aS We should'
intention of the drafters of the
thP
utional language and to provide a frame of reference for
plementation of that intent in a modern societyJ
CoirrnionuSt!*.u^°
to
between local governments or the
difficu?^
appears to us to be totally irrelevant to the
onlv
questions put before us.
We use the word "adequate"
V to state the parties' arguments.
•

X

»

plaintiffs'

legal claims.

existence of

the plaintiffs'

Constitution.

factual

factual claims.

assertions concern:

(l)

funds

for their schools;

and

claims.

The plaintiffs' key

the inadequacy of the education

offered at the public schools they attend;
of

the

legal claims under the Massachu

We outline briefly the plaintiffs'

The plaintiffs'

1-

The defendants also dispute

(3)

(2)

the insufficiency

the State's school-funding

system.
a.

Adequacy.

The plaintiffs assert that the educational

opportunities offered to them in the towns and cities in which
they

further that

"the education provided to the Plaintiffs is

inadequate by any reasonable standard of adequacy."
this

They assert

live and attend public school are "inadequate."

inadequacy claim,

To support

the plaintiffs cite reports and affidavits

of education professionals on the question of adequacy,
addition,

using stipulations of record,

and, in

they describe conditions

r
in

the plaintiffs'

in three

schools,

%

and then compare them with

"comparison" communities

(Brookline,

Concord,

conditions

and

'f

Wellesley).

1

Among the reports which the plaintiffs cite to

support their claim of inadequacy is a 1991 report of the
of

Education

"schools

(one of the defendants) .

This report states that

in the Commonwealth of Massachusetts are in a

emergency due to grossly inadequate financial support,"

state

of

and that

the education offered in the public schools in sortie cities

• ?

Board

and

9

towns

,

Commonwea

the

of

nriffs

1th

also cite

The plaintiffs
•

is
the

not

"adequate"

affidavits

Harold Reynolds,

of

or

"acceptable."

three

education

former Commissioner of

professionals.

•

.

peter

Education,

Recei

Finn,

'

executive director of the Massachusetts

ation of School Superintendents;

Associauj-uu
former
Each
the

of

a

president of the Massachusetts Teachers Association. \/
these

education

the

of

education professionals expresses the opinion
offered
is

in

the poorer towns

inadequate.\>K Lastly,

is

cities

failing to provide

its

of

the plaintiffs
for

business persons concerned with education

Commonwealth,'Which concludes

system

and

of the Massachusetts Business Alliance

report

group

Bacon,
-

commonwealth
1991

and Rosanne K.

that the

that

the

cite

a

Education,

reform

in

"public education

students with the knowledge

and

See A Poliqjf Position on Distressed School Systems and
School Reform (Nov/; 26, 1991); Report of the Committee on
Distressed School Systems and School Reform (Nov. 26, 1991).
The plaintiffs also refer to the affidavit of Robert
Sperber, professor of education at Boston University.

v 11 /

XX Mr.

.

I.

." V

Raynolds states: "The purpose of public education is
to provide every single child with an opportunity for success in
earning.
in many of the communities in Massachusetts,
Particularly less affluent communities such as the ones in which
f ?.?^a^ntiffs attend school, Massachusetts is failing — and
ailing more than ever before — to achieve this cfoal."
Mr. Finn
ates that "the education now offered in many of the poor
immunities, including the communities in which the plaintiffs *
en^ school, is inadequate."
SimilarlyMs. Bacon states:
"In
V opinion, it is also clear that the education now offered in
ny
the poor;communities is inadequate."

I

10
skills

necessary

coming

decades.

for

them to be productive,

informed citi

zens in

i

In describing
plaintiffs

the conditions

live and attend school:

Leicester,

and Lowell.

conditions

in the

and
or

of

those

that whatever
towns

have

should

stipulated

Brockton,

°lsr the

Winchendon,

The parties have stipulated that the

schools

in these communities are

in the schools
findings

"sufficiently

in the other twelve communities,

the court makes

for these

four cities

also apply to the other twelve.

The parties also

that

in the school

"evidence of the conditions

districts

in which the plaintiffs attend school

establish

the

school."

In describing the conditions

four

school

focus mainly on four of the sixteen towns and cities

in which they

typical"

in the plaintiffs'

is

sufficient to

conditions under which the plaintiffs attend

communities,

in the schools of these

the plaintiffs cite extensive Stipulations in
f-r

<

the

record,

including stipulations describing the opinions of the
/

superintendents of
the

c

those

education offered

four school

systems on the adequacy o.

in their schools.

The plaintiffs also

1 !'*•

Xjv^Every Child A Winner!:
A Proposal for a Legislative
Action Plan for Systemic Reform of Massachusetts' Public Prim ^
and Secondary Education System, Massachusetts Business A1H .
for

Education

(July,

1991).

The parti®8 have stipulated, for example, that th^ ion
superintendent of the Brockton public schools is of the °P the
that "as a result of the financial constraints under whic
Brockton Public Schools are operating, the Brocktgn Public
Schools are unable to provide the programs, services an£udents";
personnel that are necessary to meet the needs of its s
that "due to fiscal constraints Brockton is- not adequate * istor>
teaching its students to read"; that "shortcomings in tn
and social studies programs in the Brockton public senoo
have severely undercut the system's capacity to educate
■ y

S',

11

, i =» t- i nns
clte stipulations

concerning:
^

crowded

inadequate

teaching of

basic subjects

ing

science,

other areas;

social

neglected

studies,

libraries;

retain high quality teachers;

the

classes;

including

mathematics,
the

reductions

in

reading,

computers,

and

inability to attract and

lack of teacher training;

the

students to understand the society in which they live and to help
students become enlightened participants in the democratic
process as they become adults1' and that "[ajbsent such
preparation . . . the education provided in the Brockton public
schools is inadequate"; and that the school system has
"inadequate services" to meet the needs of the 155 children in
the system who are in foster care or who are wards of the State,
as well as those of the forty-three homeless children in the
school system.
The parties have also stipulated that the superintendent of
the Leicester public schools is of the opinion that "as a result
of the fiscal constraints and uncertainties under which the
Leicester school system operates, the Leicester public school
system does not provide an adequate education to its students";
that class sizes in the third, fourth, and fifth grades in’
Leicester are "too large to provide the amount o'f individual
attention and instruction.needed by elementary students"; that
guidance services in the/schools "are inadequate and seriously
jeopardize the future of [Leicester's] students"; that
administrative\ suppSrt and management are "inadequate"; and that
"most of the Leicester schools are in a terrible condition and
that the high school is an extremely unsafe building."
Similarly, the.'parties stipulated to the opinion of the
superintendent of the Lowell public schools that class sizes in
Lowell are "too large for teachers to be effective with
e ementary level students"; that the "low level of guidance
0 ^rec* in the Lowell public schools is inadequate to meet the
needs of even an average suburban system, let alone the extreme
dq6 f °f a system such as Lowell, with its unusually diverse
pu ation and large? percentage of at-risk students."
the uLaSu^'
Pa^‘t^es stipulated that the superintendent of
"tenHln^hend°n
schools is of the opinion that Winchendon
that «i-w° end Up
inexperienced and poor quality teachers";
nth
here are not enough offerings for advanced students"; t
and .^Clei?ce facilities are also poor, the textbooks are outdat’.* :
unabl 6 middle.sch°o1 labs antiquated" and that "Winchendon is
tn
to Provide an adequate science education for today's.wor.
its students."
X

'

\.

/

lack

of

curriculum development;

the

lack of

12

predictable

i-Hg;
the

administrative

reductions;

and

inadequate guidance

counseling.
The
the

record also contains extensive stipulations

conditions

districts:

in the public schools

Brookline,

stipulated

that

communities

are

"typical

towns

the

Commonwealth."
these

in which

of

a

"cofflparison„ ^

and Wellesley.

the public school systems

and

m

Concord,

in three

The parties have

in these three

significant number of the cities

the per pupil

expenditure

is

in the top 25% 0f

They have stipulated that the public schools

"comparison"

communities

offer

"significantly greater

educational

opportunities

communities

in which the plaintiffs attend school,"

latter
lower

offer

quality than" the schools

Further,

.

i

,

~^..ancial

and that the

in the comparison

<*

resources^' available to the comparison communities "is
\

a

in the

they have stipulated that the "amount of
‘

* •

than the public schools

"significantly fewer educational opportunities and

educational

districts.

concern!

significant

'.

contributing factor that affects the quality of the

education

that these communities are able to provide to their

Swudents,

as compared to the plaintiffs'

With this introduction,
relying on stipulations,
systems

the plaintiffs proceed,

again

to describe features of the school

in the comparison districts,

reading programs;

communities

specifically:

multi-faceted

extensive writing programs and resources;

stipulation contains the following proviso: "except
that the parties do not agree as to whether this statement is
applicable to Salisbury, Rockland, Worcester and Rowley."

13
gh
view

computer

ensuring

student

of

other

that
so

financial

low as

"with

the
c.

the

to

school

occasional

in

and

a

up-to-date

development;

wide

variety

the

resources

school
funding

of

to

in

development

of

and

curriculum;

comprehensive
courses

the
the

an

system.

system

"a

in

system-

visual

cities

are

of

public

schools

The

local

statute"

towns

and

also

are

students

education.*'

plaintiffs
of

claim

fails

to

ensure

have

that

statutes>

appropriations,

cities

claim

communities

provide

adequate

financial

and

their

to

the

They

conglomeration

legislation,

the plaintiffs'

in

unable

financing

by

towns

resources

schools

receive

codified

that

Commonwealth.

schools

—

claim

their

financial

of

their

emergency
not

plaintiffs

schools

cities

render

hoc practices
schools

than

opportunity

The

and

The

public

less

towns

and

levels.

the

substantially
in

training
^

and

curriculum

arts.

pnnHinq

resources

active

comprehensive

services;

and performing
b

a

foarher
teacnei

extensive
•de

instruction;

and

ad

that

the

sufficient

funds

7:

,

to provide

an

adequate

education.

The

financing

"system,"

the

jt'

plaintiffs
funding

claim,

is

responsible

both

for

the

among

the

schools

in different

Commonwealth,

and

for the

insufficiency of

towns

and

cities

According

to

in which
the

related problems with
the existing
chools

is

live

plaintiffs,
the

"system,"

local

they

funds,

school

primarily

communities

and

there
funding

the principal
the

wide

school

attend
are

local

of

the

funds

several,

of

in

in

the,

school.

system:

source

disparity

-First,

funds

real

inter¬

for

property

4

under
public*
tax.

<

14
which

is

assessed,

collected,

and used

locally.

Towns and
cities

with

low

real

estate

valuations,

plaintiffs

live and attend

ability

raise

or

to

regulation

particular
to

the

the
to

local

such as

school,

funds.

amount,

percentage of
schools

compensate

the

State

aid

for

locally,

local

L.

in

every year and,

until

schools

municipal

in their

is no State statute

funds,

forms of

or any local funds

c.

70 and 70A,

local

Third,

"State aid"

the amounts granted are

for deficiencies

unpredictable

there

limited

in their communities.

and cities under G.

raised

are severely

Second,

Commonwealth provides various

funds

in which the

requiring towns and cities to contribute any

support of

towns

those

funds.

in some years,

purposes,

annually

to supplement
insufficient to

Fourth,

State aid is

is not granted by

after the school year has begun.
is undifferentiated

although

Fifth,

State

from State aid for other

and there is no requirement that towns and
r-r

cities
not

for

actually use^ State aid for schools to support schools ana

.

*

other municipal purposes.
/

2.

The

plaintiffs'

legal claims.

On the basis of these

factual assertions? the plaintiffs claim that the
through

its school-financing system,

Commonwealth,

has effectively denied tne

plaintiffs the opportunity to receive an adequate education,,.. •
Commonwealth's failure to provide them with an adequate
education,

they claim,

violates the duty imposed on the

Commonwealth by Part II,
Constitution,

c.

5,

which provides,

$ 2,

of the Massachusetts

^
inter alia,

•

h

that "it sha

i 1 be
iods of

duty

of

legislatures and magistrates,

in all

future Pe

15
this

Commonwealth,

cramroar
the

schools

failure

the equal

to cherish

in

the

...

towns."

the

public

The plaintiffs

to provide them with an adequate

protection guarantees of arts.

The plaintiffs
constitutional

seek

1

schools

also claim

education

and

that

"the

the

a declaratory judgment that

not

an adequate

their

"the
school

education,"

and

Commonwealth has violated the Massachusetts

Constitution
Plaintiff

opportunity to receive

violates

of

Commonwealth has an obligation to provide each public
child with

that

10.

identical relief under both

claims:

and

by

failing to

school

in their

fulfill

children."

briefs),

its

obligations to

In addition,

the plaintiffs

"that the Massachusetts system of

the

in their complaint

ask the

(but

court to declare

financing elementary and

secondary public education violates both the Education Clause and
the
and,

Equal

Protection Clause of the Massachusetts•Constitution"

following such' declaration,

to

"[e]njoin any act

by any of

f

w. *

the defendants \to continue to
unconstitutional scheme of
,

implement the current

financing."

As noted,

we

shall

i.

decline to reach these two

latter points.

We add also that

in

light of the failure of the plaintiffs to brief adequately which
financial
waived.

schemes are
Mass.

R.

A.

involved in these prayers,
P.

16

(a)

(4),

as amended,

these
367

issues.are

Mass.

921

(1975) .
*

____

'

deri^^l0 the view we taXe of Part 11 /
ue the equal protection issue.

c-

5,

S

2,

we

need not

(

16
We

note

that

Commonwealth

has

the
an

plaintiffs do

not

seek

a

judgment that th

obligation to equalize educational

spending

f

across

all

towns

and cities,

obligation

to provide equal

students.

Instead,

constitutional
young
The

person

educational opportunities to all

require

>
a

they seek a declaratory judgment that these

provisions require the State to provide every

in the Commonwealth with an

plaintiffs

each

or that the Commonwealth has an

argue

that Part

II,

c.

5,

"adequate"
§

2,

education.

and arts,

l and io,

"equal

access to an adequate education,

not absolute

now to

an

§

equality."
We

turn

Massachusetts
plaintiffs

Part II,

c.

Constitution to determine whether,

claim,

enforceable

examination of

its provisions

5,

2,

of the

as the

impose on the State an

obligation to provide to each young person in the

Commonwealth

the

opportunity for an education.
4
v ,
V

III
A.

"The

Constitution
of Massachusetts
y«*
. i.
»' e*

for

a

sovereign power.

accepted

It was designed by

by the people as an enduring

comprehensive and general
and moral

is a

frame of government

‘

its

framers and

instrument,

in its terms that a

so

free,

^.ntelli^®111'

body of citizens might govern themselves under its

beneficent provisions through radical changes

in social,

economic

i

and

industrial

principles

as

conditions.
to the

It declares only fundamental

form of government and the mode

' ch it
in whlC
570

cca

shall

be

exercised."

Cohen v.

Attorney Gen..

357 Mass.

'

'

17
c7l

^

9 7 o)

quoting Tax

Coming

v.

Putnam,

227

Mass.

522,

523-524

(1917) .
In determining
look to the
is

the meaning of a

language and structure of

"construed so as to accomplish a

achieve

its dominating purpose."

commonwealth,
Bergstrom.

326 Mass.

402

Mass.

the Constitution was
whom

it was

submitted

Secretary of

Lincoln v.
(1950).

(1988).

a

195,

199

the Commonwealth.

it

Secretary of

the

See Commonwealth v.

We do so bearing

It

is

to be

in mind

interpreted

intelligence.

Buckley v.
(1976),

275 Mass.

constitutional provision

.

that

be understood by the voters

to the common

language."

so

we

reasonable result and to

for approval.

371 Mass.

'

natural

541

provision,

the provision,

read and construed according to the

Commonwealth.

of

317

"written to

approved usage of the

w’ords

313,

534,

the sense most obvious
are to be

constitutional

Its

familiar
Secretary

366

in

phrases
and
of

quoting Yont v.
365,

to

the
-

(1931).

The

"are to be given their

^

and obvious* .sense according to common and approved usage

as the time of

its/adoption."

Opinion of the Justices.

308

Mass.

JP
601'

611

<1941)'

quoting General Outdoor Advertising Co.

Department Qf Pub.
Moreover,

Works.

289 Mass.

158

the Constitution "is to be

light of the conditions under which
awed,

149,

the ends which

it and

WaS hoped to remedy."
quoting Tax Comm'r v.

(1935).

interpreted

Cohen v.
Putnam,

V

the

and the.-evils which

Attorney Gen. .

supra at

in the.,

its several parts were

it was designed to accomplish,

benefits which it was expected to confer,

v.

523-524.

supra

it

at 571,

The Constitution

f

18
"is
it

to

be

was

construed

framed,

imperfections

the

Works,

principles

or

an

as

ordinary

construction

227

of

leading to

be

remedied,

the circumstances und^r-

cr which

its

adoption,

the

and the ends designed to be

Outdoor Advertising Co.

v.

Departing

158.

not

a

specification of details.

the Constitution of a
piece

of

adapted

Attorney Gen. ,
Putnam,

at

light

the Constitution "is a statement of general

and

interpreted

to

General

supra

Lastly,

the

causes

hoped

accomplished."
Pub.

in

357

Mass.

Mass.
522,

564,

523-524

It is to be

State and not as a statute

legislation.

to carry

...

Its words must be given a

into effect

its purpose."

571

quoting Tax Comm7r v.

(1970),

Cohen v.

(1917).
B.

Part
adopted

as

II,

c.

5,

part of

§

2,

of the Massachusetts Constitution "was

the Constitution of the Commonwealth in 1780.

/
We

repeat

the part relevant to this case.
/

Wisdom and knowledge. as well as virtue,
diffused generally among the body of the
people, being necessary for the preservation
of their rights and l.berties; and as these

depend on spreading the opportunities and
advantages of education in the varic -.s parts
of the country, and among the different
orders of the people, it shall be the duty of
legislatures and magistrates, in all future
periods of this Commonwealth, to cherish the
interests of literature and the sciences, and
all seminaries of them; especially the,
university at Cambridge, public schools and
grammar schools in the towns ..." (emphasis
supplied).
The plaintiffs
nagistrates,

in all

argue that "the duty of

legislatures and

future periods of this Commonwealth,

j

,/

to

19
• v_
cherish

.

•

and grammar

schools

the duty to provide an adequate

eludes

of

people

nl,hi ic
PUiJ x

•

the

obligation"

State,

of

and

the Commonwealth.

officials argue that the
"aspirational"
which the

that this duty

and a

schools

in

the

education to
is

towns"

the

young

"an enforceable

The defendant education

language of the (entire section

is

"noble expression of the high esteem

framers held education,"

but that

it

in

is not

"mandatory."
We

begin with the

We seek the
provision

"natural

and obvious

Co.,

structure

sense"

of

of

the provision.

the terms

"according to common and approved usage at

[the Constitution's]
308 Mass.

language and

601,

supra

at

declarations,

611

adoption"

(1941),

158.

Part

in

1780.

Opinion

of

of the
the

time

of

the Justices,

quoting General Outdoor Advertising

II,

or statements,

c.

5,

§

2,

opens with two

and then proceeds to establish

the

J/7

"duty

...

to cherish the

.

.

.

public schools."

First,

it

j

declares that

"[w]isdora and knowledge,

0 1

diffused generally,* among the body of

as well

as virtue,

the people"

are

"necessary

4.

for the preservation of
Second,

[the people's)

rights and

it states that the diffusion of wisdom,

virtue among the body of the people

"depend[s]

liberties."

knowledge,

and

on spreading 'the

opportunities and advantages of education in the various parts
the country,

and among the different orders

Following these two declarations,
shall

be the duty of

periods

of

of the people."

the section provides that

legislatures and magistrates,

this Commonwealth,

to cherish the

- ✓

o:

in all

interests of

"it

future

(

literature

and

the

sciences,

and

all

seminaries

20

of

ur tnem;
especially

.

.

.

public

schools

and grammar schools

n th<

towns."
The
state

two

the

diffusion
Second,
among

the

of

wisdom,
means

people

The

liberties
the

t

is

duty
of

is

ultimate

end

otherwise,

The
between
MIAls

liberties

requires the

and virtue throughout the people
and attributes

opportunities and advantages of

the

Commonwealth.

the duty

established

is
so

established
that

is

it

educated

The

immediate purpose

the spreading of the

education throughout the people;

people

is viewed as

liberties,

essential to the

r' I

the .entire constitutional plan:

language

a

free,

of the section makes clear the connection

the opening declarations and the duty which
[wisdom,

depend

education

is revealed

so that the rights and

be preserved.

of the duty

statement of these

In the

constitutional democratic State.

these

people]

and

diffusing these qualities

advantages of

,

sovereign,

rights

n,

is establish ^

is the preservation of rights and

an

of

Part

on which the duty

the people will

and

beginning of

to spread the

establishment

preservation

the

knowledge,

for which

opportunities

the

of

throughout

premises

that:

of

protection of

the

education
two

statements at

plainly the premises

First,

i

...

magistrates

on

knowledge,

t

diffused among the

spreading the opportunities and advantages of

it shall

...

and virtue,

follows:

be the duty of

to cherish

.

.

legislatures and

.^public schools”

(emphasis

. '■

\

added).

From

the context,

it

is

clear

,/

that

"as"

is used to »ean

21
and that

there

is

a

clear

causal

chain

of

duty.

connecting

the

••because,
two

statements

the establishment

and

thus

=62

of Part

II-

c.

s,

s

leaves

the

The

little doubt about

language
the

reasons

-

which the duty to cherish

is established.

for
The duty established

is,

11 legislatures and magistrates,

inter alia,
in all

placed on the

future periods

Commonwealth."^ The common meaning of
according to a dictionary of the English
year,

was

"that to which a man

obligation bound."
English Language

T.

1780

obvious to the common
Commonwealth.
which one

supra

is bound,

at

language

A General

(Scolar Press
intelligence,"

or an

in

is by any natural

Sheridan,

199,

"duty"

1967).

of

1780,

published
or

Buckley v.

both then and now,

that

legal

Dictionary
"[I]n

this

the

of

the

sense most

Secretary of—the
a

duty

is

that

to

"obligation.”

N^/It is clear |hat the term "legislatures" refers to the
Senate and the\House* of Representatives.
See Part II, c. 1, §
art. l ("The department of legislation shall be formed by two
branches, a Senate aihd House of Representatives ....
The
legislative body . S- . shall be stiled, THE GENERAL COURT OF
MASSACHUSETTS") .
•

1,

It is clear also that the term "magistrates" refers to
officials of the executive branch.
See Part II, c. 2, § 1, art.
2' of the Massachusetts Constitution ("There shall be a supreme
p^UtiVe Magistrate, who shall be styled, THE GOVERNOR OF THE~
MMONWEALTH OF MASSACHUSETTS") .
The term "magistrates" is also
Marh t0 refer to members of the judicial branch.
See, e.g.,
v. Madisonr 5 U.S. (1 Cranch) 137 (1803).
In addition,
th
efln can be used broadly to refer to members of each of the
Decia b*;anches of government.
See art. 5 of the Massachusetts
peopiratl°n of.Rights ("All power residing originally in the
office’ and being derived from them, the several magistrates and
ieqisirf-0f government, vested with * authority, whether
a9ents& 1Ve' executivef or judicial, are their substitutes and
V anc* are at all times accountable to them") .

22

The term "cherish" was used in the Eighteenth Century to
import a meaning which is no longer,
vogue

today.

or which is much lPcc

The meaning

attached

nourish"

"to nurture."

support,"

"to

published

in that era define the verb to

That

meaning

common

texts

or

to the word then was

can also be

seen

/

in

"to

A host of dictionaries
"cherish"

this way.\lj/'

in the use of the term "cherish"

likely to have been

in

in

circulation at that time.Nj^

"To cherish" was defined as follows:
"To support, to
shelter, to nurse up,"
T. Sheridan, A General Dictionary of the
English Language (1780)
(Scolar Press, facsimile ed. 1967); "to
support, nurse, shelter,"
W. Perry, The Royal Standard English
Dictionary (4th Am. ed. 1796); "to support, help, to nurse up,"
J. Burn, A Pronouncing Dictionary of the English Language 52
(1786)
(Scolar Press, facsimile ed. 1969); "to nurse, nourish,
comfort, support," Noah Webster, A Compendious Dictionary of the
English Language (1806) (Crown facsimile ed. 1970); "to support,
to nurse up," T. Browne, The Union Dictionary (1806);
"to
support; to nurse up," G. Fulton & G. Knight, A General
Pronouncing and Explanatory Dictionary of the English Language 59
(1814); "to support, to shelter, to nurse up," J. Walker, A
Critical Pronouncing Dictionary and Expositer of the Engish
Language 78 (1811); "To support and forward with'encouragement,
help, and protection; to shelter; to nurse up," S. Johnson, A
Dictionary of the English' Language (10th ed. 1810); "to make much
of" and "to maintain-Lor provide for," J. Buchanan, Linguae
Britannicae Vera Pronunciat (1757)
(Scolar Press facsimile ed.
1969); "to make much of, to maintain; to nourish," J. Kersey,
Dictionarium Anglo-Bsitannicum (1708) (Scolar Press, facsimile
ed.

1969) .

•

k

A more modern view of the word is found in Roget's II
Electronic Thesaurus which described a usage of "cherish" as
have the highest regard for" and gives as synonyms the verbs

"to

"prize" and "treasure."
The American Heritage Electronic
Dictionary defines the verb "cherish" as meaning "to hold dear."
\J§/william Shakespeare wrote: "For what doth cherish Weeds,
but gentle ayre," The Third Part of King Henry the Sixth, act 2,
sc. 6 (1593).
The Bible contains the verse: "As a nurse
cherisheth her children," 1 Thessalonians,2:7 (King'James).
^
1769, William Robertson wrote: "He [Erasmus) first scattered tn.
seeds, which Luther cherished and Brought to maturity."
.
2 W. Robertson, Charles the Fifth 145 (Montezuma ed. 1904).
meaning apparently continued into the Nineteenth Century:
in
i

,
x.

/
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Most
of

importantly,

the

framers

that distinctive meaning can

Canon and

Feudal

447

Adams ed.

(C.F.

John Adams,

themselves.
Law

(1765),
1851),

reprinted

at 448) ;

more sacred,

on the

in 3 Works of John Adams
noble

and cherished by knowledge"

declared that "none of the means of information are
or have been cherished with more tenderness and care

by the settlers of America,

than the press"

proclaimed that "[tjhis spirit
knowledge,

Dissertation

described an "aspiring,

principle founded in benevolence,
(id.

in

from works

be seen

(id.

and

however,

without

would be little better than a brutal rage.

Let us

tenderly and kindly cherish,
Let us dare to read,
(emphasis supplied).
Commonwealth,

think,

[of liberty],

at 457);

therefore,
speak,

In 1789,

the means of knowledge.

and write"

John Hancock,

(id.

at 462)

then Governor of the

spoke to the Massachusetts Legislature about.the

"the commencement and operation" of the new Federal government,
pronouncing that "[tjhe early laws of the Union must cherish
commerce

(^emphasis supplied) .
\

•

J/f

V
1868,

Edward Freeman wrote:

ran^"he^
w.
2 E-A-

"The young prince

...

was

th® followini3 winter by a yeoman ignorant of his
Freeman, Norman Conquest of England 75 (1868).

t..„^^Cherish“ent'" in fact' meant " [nourishment" or
sustenance."
Oxford English Dictionary 89 (2d ed. 1989)
be seen9inhrh thhS defi'J1^ion is now obsolete).
This meaning'can
k?nn ^
k
phrase'
they that spoyled my house, and left no
oier
heflsh“ent for
* ®y sonne."
T. Nashe, Christs Teares «

"nouri^T.3

73-(1593)-

Similarly,

"cherishing" meant

is to

„aS ln th® phrase' "Come, father-in-law of mine that
Quixote inWFnoiSaH y°"
a cherishing cup?" H. Fielding, Don
V ixote in England, act 3, sc. 5.(1733).
Leoi^C
Governor's Message to the two branches of the
(1789^
UjS#e
8' 1789)>
Resolves of the General Court 75
)•
Massachusetts statesmen continued to use the term this
• *

(

24
Thus,
Century,

according

a

nurture.

duty

to

Hence,

and the

especially

.

is

an

.

.

.

this

to
duty

to

public

people

plainly
arises
it

to cherish the

and all

seminaries

is

out

of

them;

interests

is

established,

that the

"duty

Commonwealth.

the duty to

schools

and
("duty

for which

strongly support the
...

to cherish

the

Part II,

"cherish"

c.

5,

§

2,

.

.

.

the

as

states

— support — public schools

need to educate the people of the Commonwealth;

reasonable therefore to understand the duty to

public

in the towns”

encompasses the duty to provide an education to

the

of

or

interests of

together with the articulated ends

argument

that

support

breadth of the meaning of these terms

cherish

of

Eighteenth

public schools and grammar schools

The

schools"

late

an obligation to

...

sciences,

cherish"),

plaintiffs'

the

"duty

in the

obligation to support or nurture these

institutions.
.

cherish was

the

literature

.

to common usage

"cherish"

a ,duty*to ensure that the public schools

v
achieve

their

object: and educate the people.
/
•

i' {'

Constitutional/^strueture,

language,

as well as constitutional

supports‘the plaintiffs'

argument that Part II,

c.

5,

way fifty years after the adoption of the Constitution.
s?e'
e.g.. Address of Governor Davis, Jan. 21, 1834, reprinted *nv
Resolves of the General Court 569, 574 ("It is the glory of our
country, the most prominent feature of the policy of
labor, that it opens a mine of resources in which every
individual may secure to himself the means of cultivating
as well as providing for other demands" [emphasis added]).
Address of Governor Davis, Jan. 13, 1835, reprinted in
j
Resolves of the General Court 27,^67 ("The Commonwealth will,,,
doubt not, take pleasure in cherishing and protecting, fathers
reasonable ways, these few descendants of a race
erim¬
probably held dominion over this land before the Christi
[emphasis added]).

;

.
X

;y

s
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§

2,

for

imposes
the

a

duty on

education of

"legislatures

the populace.

and magistrates"
See

Buckley v.

to provide

Secretary

of

II,

§

<'

the Commonwealth.

371 Mass.

195,

200

(1976).

is distinctively and prominently placed
Constitution
Part One

—

the rights

of Government"

II,

2,
The

Inhabitants

of

— contains thirty articles

of the people.

Part Two --

"The

Frame

— contains six chapters which prescribe the

and powers of the government of the Commonwealth.
c.

chapter of
concerns

5,

in the Constitution.

"A Declaration of the Rights of the

which declare

Part

c.

is composed of a short Preamble and two Parts\3^

the Commonwealth of Massachusetts"

structure

Part

5,
the

the

§

2,

is the second of two sections

"Frame of Government";

"university at Cambridge.

\v2^:In

the

in the

first section
The

fifth
in

c.

5

framers'

the time since.its adoption in 1780, the Articles
Amendment have been? added, but the basic structure of the
Constitution remain;s as it was in 1780.

of

The first/three chapters of Part II, "The Frame of
Government," prescribe, respectively, the legislative, executive,
and judicial powers'.
The fourth chapter, which was annulled by
the Constitution of the United States, provided for the election
of delegates from the Commonwealth to the Congress of the United
States.
The fifth chapter, entitled "The University at
Cambridge, And Encouragement of Literature," contains two
sections; the first is entitled "The University," and contains
three articles pertaining to Harvard University.
The second1;,section of c. 5, entitled "The.Encouragement of Literature," is
the provision at issue in the present case.
The sixth chapter
contains a collection of general provisions (several of which
have been annulled by constitutional amendment) pertaining to
oaths, officeholder qualifications, revision of the Constitution,
habeas corpus, and other matters.
^

22

At the time the Constitution was adopted, Harvard
University had been in existence continuously for 144 years since
its establishment by the General Court of the Massachusetts Bay
Colony in 1636.
See 1 Massachusetts. Bay Records 183 (1853).
^

,/
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decision

to dedicate

topic

of

education

Their

decision to

of

government

than
or

listing

executive

explicitly
not

the

framers'
in

a

--

t-

central

the
concern

from other

objects

to them a

rather

said

that

structurally what

education

is a

"duty"

is

of government,

an object within the power of government.

Lastly

decision to place the provisions concerning
"The

Frame of

Rights"

of

government.

last point

echoes

language.

one

the

— rather than

in the

framers

fundamentally related to the very

illustrates

an

instance where

structure

The preservation of rights and. liberties was

principal
and the
'

Government"

— demonstrates that the

existence

reasons

for the

formation of the

adoption of a republican

form of government

'j

"I

Preamble

six

separate chapter to education

indicates

education as

The

of

branches

of

Commonwealth

it was

one

legislative

conceived

of

that

—

it as a matter within the powers of the

"Declaration of

This

chapter

treat education differently

by devoting

merely

education

signals

by words:

and

an entire

.

i

to the" Constitution states that the

"end of the

.i

institution,

maintenance and administration of government,

secure the existence of the body politic,
furnish the individuals who compose it,

to protect it,

is to

and to

with the power of

enjoying in safety and tranquility their natural rights and the
blessings of life."

Education,

is the means of diffusing wisdom,

which Part II,

c.

5,

§2,

knowledge,, and-virtue,

states

is,

27
therefore,

a

prerequisite

for

existence

the

and

survival

of

the

Commonwea1th

While
argument

both

that

magistrates"

language and structure

Part

cannot

5,

is,

II,

c.

§

2,

imposes

in the defendants'

argue that the duty to cherish

be mandatory because,

to objects
Part

c.

on

a duty to educate the populace,

whether this duty
defendants

II,

support

first,

5,

§

2,

establishes,

and

we consider also
"mandatory."

in Part

and

plaintiffs'

"legislatures

words,

the duty

other than the public schools,

the

II,

c.

to cherish
second,

in addition to

5,

The
§

2,

extends

because

the duty to

The defendants argue that the placement of the education
provision in "The Frame of Government," rather than in the
"Declaration of Rights," undermines the plaintiffs' argument that
they have a constitutional "right" to education in publicly
supported elementary and high schools.
For the -reasons just
discussed, this argument is unpersuasive; we believe that the
placement of the education provisions in Part II, The Frame of
Government, is a forceful statement that education is both a duty
of and a prerequisite for republican government.
And, if
"legislatures and magistrates" have a constitutional duty to
educate, then members of the Commonwealth have a correlative
constitutional right to be educated.
See Seattle Sch. Dist.
No- 1 of Kina Country v. State. 90 Wash. 2d 476 (1978).
See
generally Hohfeld. Some Fundamental Legal Conceptions as Applied
not^K1.ReaSOnin?' 2? Yale L-J- 16 (1913-1914).
note that a constitutional right to an education

In addition,
is fully

n2"f1Stent with the Provisions of several articles

we

in the

ori!?:tl0n °f Rights:
the right to liberty (art. 1), the right
be
"government (art. 4), the right to elect officers and to
justice ^
n" offlcer <art- 9). the right to "obtain right and
search® f^eely
(art. 11), the right to be free from unreasonable
lauo?h
art‘ 14). ' thG ri<3ht and duty to "require of . . .
th_9^ve^s and magistrates an exact and constant observance of"
riahrl? anental PrinciPles of the Constitution (art.
°. assemble to consult upon the common good:

18), and the
give

leoi cT^C^°ns to
representatives, and to request of the
remnn ^tlve body' by the way of addresses, petitions, or
ar, , strances, redress of the wrongs done them, and of the
y levances they suffer" (art. 19) .
V
. /
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cherish,
to

the

duty

"countenance
Several

that

II,

not

only

to

c.

"shall,"

Part

common usage
above,

5,

§

sets

2,

various

various
II,

mandates

unusual

"for

all

temporal

§

2,

the duty:

it also,

supplied).

future periods

strongly suggest
First,

the

advisory.

"duty"

lightly.

by the use of the term

be the duty of
Third,

Constitution

as

legislatures

the duty

is
This

the continuing nature of
"duty"

as

the Constitution does not use the term

_
*3?

;

branches

it

None of the powers and responsibilities of the

*

three

meant

injunction:

of this Commonwealth."

reference underscores

Fourth,

"duty "

language of

obligation and militates against a reading of

merely

the duty

Eighteenth Century,

Second,

"it shall

and

and values.

in essence a double

"duty";

(emphasis

habits

5/

late

"obligation."

the

c.

societies

is mandatory.

in the

contains

forth

magistrates"

enjoined

the

inculcate"

features of

indicated

Pt.

and

and

"encourage"

the duty to cherish schools

according
as

to

of
a

gpvernment

is described or prescribed

in the

"duty.

For exampl'fe, Part II, c. 1, S 1/ which prescr: ‘“s che
powers and responsibilities of the Legislature does not use the
term "duty"; it speaks instead of the grant of "full power and
authority" to the Legislature to enact laws.
See Fart II, c. 1,
§ 1, art. 3 ("The general court shall forever have full power and
authority to erect and constitute judicatories . . ."), and art.
4 ("And further, full power and authority are hereby given and
granted to said general court, from time to time, to make,
ordain, and establish" laws).
Similarly, Part II, c. 2, S 1# which prescribes the powers
and responsibilities of the executive branch does-not use the
term "duty"; J it states instead th^t the Governor "shall have
authority" of "shall have full power and authority" to perform
the tasks assigned.
See Part II, c. 2, §1# art. 4 ("The
governor shall have authority from time to time" to assemble the
councillors); art. 5 ("The governor, with advice of council,

29
We

are

not deterred

extends

not

only to

by

the

fact that

the

duty to

"public schools and grammar

"cherish"

schools

in

the

i'

towns"

but

interests
them."

also to
of

"the university at Cambridge"

literature and the sciences,

and

and all

cherish

and

in the.

institutions

language
cherished

is

(i.e.,

support)

same manner.

institutions,
institutions.

and so are
The

"cherished"

is

"Interests"

of

to

unlike

from

is different

in the towns"

and

the

be

are

in different ways

"university at Cambridge"

"public schools and grammar schools

interests

A sensible reading

its nature.

of

"legislatures

each of these

that each object of the duty to cherish

in accordance with

"the

seminaries

We do not read the section to require that

and magistrates"

to

so

from
is

cherished differently from themN^^
We do,

however,

stop to consider the

defendants point out,

Pt.

II,

c.

to cherish certain^educational

5,

§

2,

fact that,
imposes

interests and

also the duty

"to encourage private societies

institutions,

rewards and

as

the

not only

a

institutions,

dutv
but

and public

%

immunities,

for the promotion of

*I

agriculture,

arts,

sciences,

commerce,

trades,

manufacture,

and

fUl1 power and authority" to adjourn or convene
tera "sha??»S?SS1°nSi'
Although Part II, c. 2, S 1, does use
thf? .
i1
(as ln Part XI' c- 2' S 1, art. 4, which provides
keen a
S*a11' fnd.may' fro“ time to time, hold and
Coni^n
f°r the orderin9 and directing the affairs of t*.commonwealth"); nowhere, does Part II, c. 2, I 1, employ thS terc
Compare Part II, c. 3, ■ of the Massachusetts
constitution.
pn

Interestingly,

however,

at the time of the

sir^t^tUtl°n/? adoPtion/ the "university at Cambridge"
Aynirleant financial support from the General Court.

received

,

natural

history

inculcate
public

the

and

The

argument
duty

to

duties

sincerity,

runs

too

the

institutions,

frugality,

honesty and

good humour,

and that,

first duty

—

and all

It does not

public schools)

follow that

if

is mandatory,

if these
the duty to

including public

While the point has appeal,

far.

cherish the
must

benevolence

latter duties are so vague that

not mandatory,

mandatory.

established
other

industry and

argue that these

are

"to countenance and

and generous sentiments among the people."

educational
be

the duty

be mandatory and enforceable,

duties

cannot

and

humanity and general

in their dealings;

cannot

cherish

of

charity,

affections,

latter

country"

principles

defendants

they

the

private

punctuality
social

of

schools —
we

believe the

one duty

the other two

necessarily be mandatory.

Whether the duties

in

"mandatory"

things,

Part

II,

c.

5,

§2,

are

on their content and their object.

(the

depends,
W<

among

"o

<’

i

occasion

in this

ca£e to consider either the content or u. e
f

'* *«

obiect

of

the duties to

g

inculcate."

Simply? put,

"encourage"

or to

"countenance and

the duties are different

from one

«•

another

and must be examined separately.
C.
t

An examination of the

language of Part II,

c.

5,

§2,

and

the

placement of that provision within the Constitution supports

the

plaintiff

requires

the

students'

argument that Part II,

c.

5,

State to provide them with an education.

S

2,
That

^

%

conclusion

is

buttressed by an examination of the

under which Part

II,

c.

5,

S

2,

was

"framed,

••conditions"

the ends which it

31
was

designed

confer,

and

Attorney
Putnam,

to accomplish,
the

Gen. ,

the

evils which
357

supra.

Mass.

it was

564,

571

public education

the Constitution was adopted,
the

adoption of

and

explore

adopted by

hoped

to

( 1970).,

it

Part

II,

c.

II,

c.

expected
Cohen

quoting Tax
we

Comm'r

examine

in the Commonwealth at

5,

§

2.

We begin with the

because

5,

§

2,

it

to

v.
v.

both

the

time

and the specific circumstances

in some detail
Part

it was

remedy."

To determine those conditions,

the history of

against which

benefits which

of

former#

forms the backdrop

was drafted by the

framers

and

the people.
1.

Public
commonplace

education,

both as

in Massachusetts

a practice and as

in

1780.

in the past,

the

later of

Province of Massachusetts

the

a value,

As the court has

was

detailed

founders of the Massachusetts Bay Colony,

and

Bay "appreciated the

importance
of

and necessity of providing for the universal education
4
the people,x at aivery early period," and "laid the foundation
\

of

a

system of

'

*

commpn schools," Jenkins v.

Andover.

103

Mass.

508,

511

9a

k

/

96-97

(1869).

See Xushinc

v.

Newburvport.

10 Met.

(1845) .
A public commitment to education was evidenced
first days
was

founded

of the colonial period.
in 1630.

Five years

from the

The Massachusetts

later,

in 1635,

the people

Boston agreed that "our brother Philemon Purmont shall

y

untreated to become scholemaster ^or the teaching and
^

y~'

'.

*.

yl

of

be
nourtennq
i * *

i

t

Bay Colony

(

of

children with

Court

made

a

us.'^r

public

The

grant

of

next
400

year,

in

1636,

English pounds

the General
to

found a

4

college,
1642,
keep
"that

l

the
"a

General

fine

none

In
history

of

of
as

not to

such
1647,
of

Bay Records

183

enjoined the

over

them shall

Children
for

Court

vigilant eye

families,
their

Massachusetts

(October

28,

1636)

selectmen of every town to

their brethren and neighbours"
suffer so much Barbarism

endeavour to teach,

and Apprentices,"

jn

in any of their

by themselves

and prescribed

a

to see

or others,

twenty-shilling

neglect's^/
in

a

public

law which
education

is credited with beginning the
in America,

the General

Court

Quoted in Tenth Annual Report of the Massachusetts Board
Education 7 (1849).
The

section,

together with

its preamble,

provided

in

full:
<■

"Forasmuch’ as the good Education of Children
is of Sinc^ular behoofe and benefit to any
Common-wealth, and whereas many Parents and
Masters arjje too indulgent and negligent of
their dut£ in that kind;
4 • *•

"It is Ordered, that the Select men of
every Town, in the several Precincts and
quarters where they dwell, shall have a
vigilant eye over their brethren and
neighbours, to see, First that none of them
shall suffer so much Barbarism in any of
their families, as not to endeavour to teach,
by themselves or others, their Children and
Apprentices, so much learning, as may enable
them perfectly to read the English tongue,
and knowldge of the Capital Lawes:
upon
penalty of twenty shillings for each neglect

r

therin."
The General Laws and Liberties of the Massachusetts Colony
at 26, reprinted in The Colonial Laws .'Of Massachusetts (

(1672)

33
required the towns to maintain a
Cubberley,

Public

statute of

1647

required

resort

of public schools.

Education in the United States

— which

every town with

schoolmaster

system

in the

town

is

the precursor

L.

(1947).
c.

71,

fifty or more

householders

"to teach all

such Children as

to him to Write and Read,"

or more householders or

to G.

18

families

See

to

The

§

1

—

appoint

a

shall

and every town of one hundred
to

"set up a Grammar

School,

the

Master thereof being able to Instruct Youth so far as they may be
fitted

for the University."

grammar school
Greek,
year,

the

1647

System

School,"
statute

town's

failure

in which students studied grammar,
statute prescribed a penalty of

see Martin,

School

For a

The

58-60

Evolution of

(1915),

to

Latin,

up a
and

five pounds

the Massachusetts

to be paid over

set

"to the

a

Public
next

such

every year until the offending town complied with the
and set up a grammar’ schoolN^^ The

1647

statute did

\^/ The 1647 statute also imposed religious and moral
qualifications,on teachers.
We quote this remarkable statute

full:

in

"Itjjb.eing one chief project of Sathan to keep men
from the'; know ledge of the Scripture, as in former
times, keeping them in unknown Tongues, so in these
times, by perswading from the use of Tongues,
^•hat so at least the true sense and meaning of the
Original might be clouded and corrupted with false
glosses of Deceivers; to the end that Learning may-not
be buried in the Graves of our fore Fathers, in Church
and Common-wealth, the Lord, assisting our endeavours;
"It is therefore Ordered by this Court and
Authority thereof; That every Town ship within this
Jurisdiction, after the Lord hath increased them to the
number of fifty Householders, shall then forthwith
appoint one within their.Towns, to teach all such
Children as shall resort to him to Write and Read,
whose Wages shall be paid either by the Parents or

34
not:

expressly

taxation,

but

require
this

was

towns
the

to

support

effect

of

these

the

schools

by general

statute.

Masters of such Children, or by the inhabitants in
general, by way of supply, as the major part of those
that Order the prudentials of the Town shall appoint;
Provided that those which send their Children not be
oppressed by paying much more then they can have them
taught for in other Towns.
"2.
And it is further Ordered, That where any
Town shall increase to the number of one hundred
Families or Householders, they shall set up a Grammar
School, the Master thereof being able to Instruct Youth
so far as they may be fitted for the University:
And
if any Town neglect the performance hereof above one
year, then every such Town shall pay five pounds per
Annum to the next such School, till they shall perform
this Order.
”3.
Forasmuch as it greatly concerns the welfare
of this Country, that the Youth thereof be Educated,
not only in good Literature, but in sound Doctrine;
"This Court doth therefore commend it to the
serious consideration, and special care of our
Overseers^of the Colledge, and the Select men in the
several Towns, not to admit or suffer any such to be
continued;in the Office or Place of Teaching, Educating
or Instructing Youth or Children, in the Colledge
Schools, ^that have manifested themselves unsc.
” ~
Faith, or scandalous in their Lives, and have no- , - -rsatisfaction according to the Rules of Christ.

General Laws and Liberties of the Massachusetts Colony
13 6, reprinted in The Colonial Laws of Massachusetts (

The

(16"

*"

\£Vln 1634, the General Court "made estates and
subject to rate for all public charges," Jackson, The
.
of School Support in Colonial Massachusetts 76
e„
1638, the General Court made "every inhabitant inan£
liable to contribute to the "common charges" of the towns.
1 Massachusetts Bay Records 240-241 (1853).
cf^ichoois.
together with the 1647 law mandating the maintenance of
h
resulted in the townspeople taxing themselves to S“PP°^ hin,
schools.
see Jackson, supra at 75-83.
See generally Cushi*
Newburvoort, 10 Met. 508, 511 (184 5)
*
v.

y/

35

In 1671,

the General Court increased the penalty for a

town's failure to set up a grammar school to ten pounds,

again to

<'

be paid "unto the next Town School that is settled according to
that law [of 1647]."
Massachusetts Colony
Laws of Massachusetts

The General Laws and Liberties of the
(1672 ed.)

137,

reprinted in The Colonial

(1890).

After the grant of the new charter for the Province of
Massachusetts Bay in 1692,

one of the General Court's first acts

was to issue school legislation like that which had been in
effect in the colony.

See An Act for the settlement and support

of ministers and school-masters,

Province Laws 1692-1693,

c.

26

§ 5, .reprinted in 1 Acts and Resolves of the Province of the
Massachusetts Bay at 63.

As before,

towns which neglected their

obligation would be assessed a penalty — ten pounds a year —

town.' th<? General Court revised the law to require
mainta?n ! °
mor?' famllies or householders to "set up
and
addedf
S=hools' and two Writing Schools" (emphasis
town^A/?* t0 presdribe a Penalty of twenty pounds a year for
Se^ra? t
2r "OE| househ°lders that failed to set up schools.
(1683)
_^WS• f ® a^" tbe Second Sessions of the General Court 99
U89oj: reprlnted ln The colonial Laws of Massachusetts at 305

Education®4^ iHT^e„M5vn'

earlv lawA

the first Secretary of the Board of
emulated the value of the penalties imposed by these

Massachusetts Svsten^of^ailed
naintain schools.
See The
the
^
System of ConuB°n Schools, Tenth Annual Report of
?f “““ion 10-11 (is,,,
nen.ii.
rding to his calculations, five pounds — — the
"to
workSo? ayco^on6?7HlaW " Was ^valent, ,at that time,
clottiino ? f ° / common laborer, (with board, but'vithout
in almost
[^rhwenty-f our hundred, days,- or all the working days
anendSents
/nd/ fine of sixty Pounds ~ impoled bj
amounted
in
^tatute °f 1647 on larger towns — would havey
Annual ReDoi-n country pay'
to 4?3 bushels of Indian corn.
Tenth
ai report, supra at 11 n.*.
.,/■*
,1’n
.

/

"Which penalty shall be toward the support of such school or
schools within the same county,
~'

As

where there may be most need."

for the suPP°rt of these public schools,

law also enacted in 1692,

in a separate

the General Court granted town

selectmen the authority "to assess the inhabitants and others
resident within such town ...
of the

.

.

.

schools."

"An Act for the regulating of townships,

choice of town officers,
“aws

1692-1693,

c.

for the maintenance and support

28,

and setting forth their power," Province

§ 6,

reprinted in 1 Acts and Resolves of

the Province of the Massachusetts Bay 66.
In

1701,

the General Court found that observance of this

"wholesome and necessary law [the 1692 school law]
neglected by divers towns,
required"

is shamefully

and the penalty therefore not

and that this neglect "tend[ed]

nourishing of ignorance and irreligion."

greatly to the
An Act.in addition to

r*.n acw for the settlement and support of schools and school¬
masters,

Province Lays 1701-1702,

v

c.

10,

preamble,

reprinted in

7

1 Acts and Resolves of the Province of the Massachusetts Bay at
4 70.

.'3-

.

To counter this tide of neglect,

the school

the General Court amended

law to increase the penalty for violation from ten to

twenty pounds per year,

"any law,

usage or custom -.o the ccr.r.rarv

notwithstanding"; to require approval of all grammar school
masters by the minister of the town and the ministers of two
adjacent towns; and to prohibit any minister of a town from also
•
•.
being' the school-master of the town'..
In addition, the 1701
statute directed the "justices of peace" of the counties to

"take

37
effectual

care that the laws respecting schools and school

r rs be duely observed and put in execution," and "all grand

in ^ 5 *>• ^ ^

jurors" to "diligently inquire" into breaches of the school law.
Id

at c.

10,

§§

1-4.

Ten years later,.in 1711,

the General

Court enacted a statute prohibiting all but those who are "of
sober and good conversation,

and have the allowance and

approbation of the selectmen" from being schoolmasters in either
writing schools or grammar schools,
violation of this provision.

and providing a penalty for

An Act against intemperance,

immorality and profaneness,

and for reformation of manners,

Province Laws 1711-1712,

6,

c.

§§ 17, .18,

reprinted in 1 Acts and

Resolves of the Province of the Massachusetts Bay 681-682.
After finding "by sad experience" that "many towns" required
under the school law to set up a grammar school and "very -able"
to do so chose instead to ignore the law and incur the fine,

the

General Court again^ increased the penalty for violating the
school law,

&

to thirty pounds for towns of 150 families,

forty

.

pounds for towns oft-* 2 00 families,

"and so pro rato in case the

JHf

town consist of two hundred and fifty or three hundred families."
An Act in addition to the several acts for settlement and support
of school-masters. Province Laws 1718-1719, c.

2,

reprinted in

2 Acts and Resolves of the Province of the Massachusetts Bay

at 100.
Fifty years later,

in 1768, the General Court^enacted a

statute authorizing the inhabitants of precincts within towns and
districts to raise money to support the schools within their
,

* '

■ Jr
**•

j

<

38

individual precincts.

This statute authorized precincts that

wished to "expend more

for the

in useful

learning,

instruction of children and

within their own bounds,

such towns or districts,

they are,

themselves additional amounts,
purposes.

An Act

by

law,

than,

as parts of

held to do" to tax

in an annual vote,

for such

in further addition to the several acts for the

settlement and support of schools and schoolmasters,
Laws

1767-1768,

Province of

c.

youth

16,

Province

reprinted in 4 Acts and Resolves of the

the Massachusetts Bay at 988.

In addition to establishing a system of public schools,
General

Court also established and supported a college.

the

In 1636,

the General Court of the Bay Colony founded Harvard College with
a public grant of
to the

400 pounds,

college.In 164 0,

and in 1650,

it granted a charter

the General Court granted the
I

revenues of the Charlestown-Boston ferry to Harvard College.
fl

1 Massachusetts Bay^Records 304
1
■

(1853),

and,

in 1694,

two years

*
*

after the creation of the Province of Massachusetts Bay,

the

General Court of the Province confirmed the grant of the

-Ol/ "The Court agreed to give 400 [pounds] towards a schot -or colledge, whearof 200 [pounds] to bee paid the next yearey.200 [pounds] when the worke is finished, & the next Co“rt
appoint wheare and what building."
Massachusetts Bay Re,cllleve
supra at 183.
See S.E. Morison, The Founding of
l\0\
Iif-17 0 (1935) (The sum of 400 pounds "was a f<ormidable °ne
so small a community as Massachusetts Bay: more thanhalt
entire colony tax levy for 1635, and almost one-qdarterth
levy for 1636.
And although payment was made by instalmen
stretching over several years, it is clear ^at,QU
as the
General Courts regarded the Promise of °<;tob6r 28, 1636^
ity
'country's gift,' and a sacred obligation1).
Harvard un
is governed today under the charter of 1650.
See Bailyn,
Foundations, Glimpses of the Harvard Past 10, (1986).

X.
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Charlestown
1695,

c.

38,

ferry revenue to the college.
reprinted

the Massachusetts

1694-

in 7 Acts and Resolves of the Province of

Bay 452

(1892).

Throughout the period of the

colonial and provincial governments,
grants

Province Laws

the General Court made

for the support of the president and professors of the

college.

See 2 J.

Quincy,

History of Harvard University 238-257

Educational concerns are evidenced
provincial government.

in the poor laws of the

The overseers of the poor in the towns

In the early years of the college, individual towns in
Massachusetts (and in the other colonies) voted to support the
college by agreeing that each family in the town would contribute
one peck of corn to the college.
See S.E. Morison, The Founding
of Harvard College, supra at 314-319.
In 1644, the General Court
of Massachusetts Bay ’’ordered, that the deputies shall commend it
to the several towns, ... of every family allowing one peck of
corne, or 12d in mony or other commodity, to be sent in to the
Treasurer, for the colledge at Cambridge.”
2 Massachusetts Bay
Records 86 (1853).
n
i

**

Following thefadoption of the Constitution, the General
Court continued for; a time (but not without some coaxing) to pay
the salaries of th^ president and professors of Harvard College.
See, e.g., St. 1782, c. 96 (’’Grants to the President and Fellows
of Harvard College*'). 2 J. Quincy, History of Harvard Universit.
243-253 (1860).
Revenue from the Charlestown ferry (or certain
in lieu payments) continued to support the college until 1826.
Morison, The Founding of Harvard College 302 (1935).
See, e.g.
St. 1795, c. 70 (”An Act to alter the appropriation of the sun
:
~vo hundred poundsf payable annually by the proprieters of the
West-Boston Bridge, to the University of Harvard College”), and
ebruary 6, 1800 (”An Act to alter the appropriation of the sun
two hundred pounds per annum, made by an Act passed in [17 9*>
• : • £to the University of Harvard College]”).
See generally
Foundations, Glimpses of the Harvard Past., supra at 11-:.
( No English college had been created by a legislature, and none
was sustained by the community as. Harvard was. . . . Harvard*,,
like all Massachusetts institutions of higher education, was- *
supp°rted by the state well into the nineteenth century. . . .
Ut] was originally created as a public institution, and was
governed as such for almost two hundred years”).
/
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(or

the selectmen of

the towns where there were no overseers)

were authorized by the General Court to "bind out"

for work "all

such children whose parents shall

.

to maintain them",
"to be made
and write,

...

with the proviso,

be thought

however,

.

.

unable

that provision was

instruction of children so bound out,

for the

Indeed,

as they may be capable.

to read

the General

Court's concern for education ran so high during this period that
it granted the overseers of the poor in Boston the authority to
"bind

out

into good

families" all children whose parents —

whether poor or not —

failed to teach them to readN^^^

n33/ An Act of supplement to the acts referring to the poor,
Province Laws 1703-1704, c. 14, S 1/ reprinted in 1 Acts and
Resolves of the Massachusetts Bay Province at 538.
An act
enacted six years later altered the proviso such that provision
was to be made "for the instructing of children so bound out; to
wit, males, to read and write; females to read, 'as they
respectively may be capable."
An Act for explanation of and
supplement to the act referring to the poor, Province Laws 1710
1711, c. 6, § 1, reprinted in 1 Acts and Resolves of the
Massachusetts Bay Province 654.
'

\34/

.

&

"And forasmuch as there is great negligence
in sundry persons as to the instructing and
educating their children, to the great
scandal of the Christian name, and of
dangerous consequence to the rising
generation,—— Be it further enacted,

"That where persons bring up their children
in such gross ignorance that they do not
know, or are not able to distinguish, the
alphabet or twenty-four letters, at the age
of six years, in such case the overseers of
the poor are hereby impowered and directed to
put or bind out into gqod families, such
children, for a decent and Christian
education, as when parents are indigent and
rated nothing to the publick taxes, unless
the children are judged uncapable, through
some inevitable infirmity”
of

An Act
Boston,

r employing and providing for the poor
-V*™ Acts
rovince Laws 1735-1736, c. 4, 5 5, reprinted in 2
^^

u» r r»rKneo+-^c

P;»v/

PrniM nrP

IT)/

'

-*
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The
the

General Court's vigilance over public education during

colonial period showed

itself

statutes prohibiting the sale of

in some unusual places.
liquor without a

license,

In
the

General Court provided that persons who violated the prohibition
were to pay a

fine,

one-half of which was to be paid to the

informer and the other half "to and for the use and support of a
free grammar- or writing school or schools
offence shall be committed,
the

in the town where the

then to the use of any such school

in

town next adjacent.'^^These were not the only fines

directed toward the support of "free grammar- or writing
school [s]"

in the towns.

Persons who failed to give a

"true

list

of their estate and polls" to the taxing officials of their town
were fined forty shillings,
and one half

one-half to be paid to the informer,

"for and towards the support of the schoolmaster

said town;

and for want of such schoolmaster,

said town,

then to the use of the next grammer-school master
l

in

according to law

m

in

x.

the county

i
An Act for granting unto his majesty an excise upon
wines, liquors and strong drink sold by retail. Province Laws
1700-1701, c. 8, §6, reprinted in 1 Acts and Resolves of the
Province of the Massachusetts Bay at 435 (four-pound fine) ; An
Act granting unto his majesty an excise upon wines, liquors an
and
strong drink sold by retail, Province Laws 1701-1702, c. 15,"$
S reprinted in -1 Acts and Resolves of the Province of the
Massachusetts Bay at 477 (same) ; An Act granting unto her majest
an excise upon wines, liquors and strong drinke sold by retail,"
Province Laws 1703-1704, c. 5, § 5, reprinted in 1 Acts and
Resolves of the Province of the Massachusetts Bay^at 529 (s
>ame)
Act for better- inquiry into the ratable estate of
respective towns," Province Laws 1702-1703, c. 4, S 5, reprinted
ln 1 Acts and Resolves of the Province of "the Massachusetts Bav
at 516.
*
./
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2

.

By 1780, a system of public schools had been in existence
130 years

for over
existence
had

for over

in Massachusetts,

140 years,

a college had been in

and the values of public education

been expressed and supported

in a wide variety of ways.

it

was against this background and with this experience that the
delegates to the Constitutional Convention of

1779-1780 framed,

and the people of Massachusetts adopted,

the Constitution of

Commonwealth,

2'$]/'

We
c.

5,

§

including Part II,

c.

5,

§

the

now examine the history of the adoption of Part II,
2,

of

the Constitution.

Part II,

c.

5,

§

2 was drafted

by a drafting committee charged by the delegates to the

1779-1780

Constitutional Convention with the task of preparing the initial
draft of

a ConstitutionJohn Adams

is generally regarded as

the principal author of the draft Constitution produced by this
committee ,'N^lncludIng the section which became Part II,

c.

5,

f

f

•

The Constitution was submitted for approval to "Male
Inhabitants of the Age of twenty one years and upwards, voting
the several Towns and Plantation meetings," Resolve of March 2
1780, quoted in full in Morison, The Struggle over the Adoption
of the Constitution of Massachusetts, 1780, Massachusetts
Historical Society 353, 359 (May 1917).

/'gee Report of a Constitution or Form of Government f°r
the Commonwealth of Massachusetts Agreed upon by the Committee to be laid before the Convention of Delegates, reprinted an j;
Journal of the Convention 191-215, and in 8 Papers of John
236, 260 (1989).
\39/ The delegates to the constitutional convention of 1779
1780 elected a committee of thirty, (originally thirty-one
r
their ranks to prepare a draft of a Constitution.
Journ^ o^^
convention for Framing a constitution of Government for th
of Massachusetts Bay from the Commencement of their First
Session, September 1, 1779, to the Close of their Last Ses

43

§
c.

2

At the convention,
5,

§

2,

as drafted,

the delegates accepted Part

and included it without change

II
in the

proposed Constitution.The delegates then sent the proposed

June 16, 1780 24 (1832) (hereinafter, Journal of the Convention).
Papers of John Adams editors' note at 230 (1989)
That
committee of thirty in turn selected a subcommittee of three men
I-. Ja*®s Bovdoin, president of the Convention, Samuel Adams
and
John Adams- to do the actual drafting.
The subcommittee then
assigned the task to John Adams.
See Morison, A History of the
drsnXtf ih"

Massachusetts 18-20 (1917).
John Adams ^rote the
Octoberf ?77QCon*t„tutlon between September 13 and the middle of
(1989) '
’
apers of John Adams, editors' note at 235
No record has been found of the draft that John Adame
presented to the subcommittee of three
Nor
=
l,5
J
any deliberations of the subcommittee?*a S£f£ pSSJtSd £°£L0f
subcommittee to the committee of thirty
or anv delihpr^f / the
8

isz? °<

»■>««v

wor>^s of John Adams editor's note at 215-216 rr r
* , H—
(1851).
it is generally believed, however
that the draft
Constitution which the committee of
?raf? °f a
convention delegates (Report S a CoSSSti" “ ?o™°o?e
q

the Journal of the Convention
5 ' fePrinted in
of John Adams.
sOe 8
of
id
substantlaHy the work
John Adams, supra ?
' P
J°hn AtUms'
4 Works of

have bee/John1 Ada|s's' 4atorit«tMctiont "^1?] iS rePuted to
the Constitution eft Massachusetts 27 (19171
qiS°o'DA Hlstory Of
John Adams, supra 4 editors' ^S at ^o! ‘
Papers °f

^,ournal of the convention

Sf SSC&

toSbss?i;sss^t2.r:ss2.i“ *
22.2 2

58

(Part

II

c

5

c ?

• Tki» "

"rfrr'“'

^^•srs=5S-io

oe laid before the Convention of Delegates renri*^ i- t
•
of the Convention 191-215, and in a pL„'„,
ln Journ'a

suggjt

i

.
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Constitution to the towns
town
had

returns were

in,

for review by the people.

When the

the delegates determined that the people

approved the proposed Constitution as written,

the Constitution ratified,

including Part II,

c.

and declared

5,

§ 2,

as

The returns of the towns are vivid evidence that the people
who adopted the Constitution of
§

2 ,

as

provide

1780 understood Part II,

5,

imposing a duty on Legislatures and magistrates to
for the education of the people.

Constitution was sent to the towns,
discuss

c.

the towns were requested to

and vote on the Constitution,

they had objections to any section,

When the proposed

section by section,

and,

if

to "state their Objections

distinctly and the Reasons therefor. "N^^While the towns as a
whole

overwhelmingly accepted Part II,

c.

5,

§2,

Massachusetts-Bay, ?— In Convention, reprinted
Convention 222, 245/ (as Part II, c. 5, §2).

without

in Journal of t.-.e

ft

v42/At some pdfint between the time the proposed Constitute
was sent to the towns for review and the time it was declared
ratified, one change to the wording of Part II, c. 5, §2, w^s
Tn t-hp draft Constitution submitted by the committee t

June 15, 17
legislatures and magistrates .
read: "it s
Compare Journal
to
Compare
Journal of
or the convention
to cherish"
cherish" (emphasis added).
We have
19 2.,
214,
with
Journal
of
the
Convention,
222,
245
191, 214, w
found no written explanation for this change.

Mori:
Mass.
1917
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comment, N^/five towns recorded objections to the provision.
These

objections share a common understanding of the provision;

each of the objections is premised on the idea that,
provision were to be included in the Constitution,

if the

the

Legislature would issue legislation mandating public education in
all the towns.

It is precisely this to which the towns objected,

although for a variety of reasons.
The townspeople of Colrain wrote:

" [W]e Object to the Town

being oblidged to keep Gramer Schools Reason as Towns

in General

are not of Ability to Keep a Sufficency of English Schools.
The town of West Springfield wrote:
Grammer-Schools.

"Voted to erase the Word

The Reason why we think that Injunction

unsalutary is because many Towns in the Country are not under
Circumstances to receive any considerable advantage from Grammar
Schools and therefore think it a Grievance to be at so great
Expence when a good English School may answer all the valuable
if/

Ends most of t^ie Inhabitants can expect to receive from

%

/<

See Returns of the Towns on the Constitution of 1780,
reprinted from the Massachusetts Archives and other sources in~
0. Handlin & M. Handlin eds., The Popular Sources of Political
Authority: Documents on the Massachusetts Constitution of 1780 at
475-930 (1966) (hereinafter, Documents).
The complete entry is as follows: "Also Chapter 5
Section 2 we Object to the Town being oblidged to 'keep Gramer
Schools Reason as Towns in General are not of Ability to Keep a
Sufficency of English Schools for the Amendment 26 against 3."
Return of Colrain, reprinted in Documents.-supra at 551.

I

<6

,

Schools. 'V*/' The town of Sutton proposed "that the word Grammer
be deled.

Because we are and have long been of the opinion that

the obloiging every Town to keep a Grammer School is rather a
stagnation to the learning of Youth than any promotion of
it."\J^///The town of Bellingham opined that "the Encouragement
of

literature

is Good and we think the inhabitants of Each Town

have the Sole Right and are the Properest Judges of what Schooles
are the most Suteall for the inhabitants thereof as they suport
and have the advantage thereof and no town has any busness with
another Town about Schooles.
leges lat ionLastly,

as that is not a matter of

the town of Middleborough objected to

the provision more generally,

writing that "it is Such a

Complicated inconsistant Flourish of Expressions that it is in

The complete entry is:
"Chapter 5 Section II.
Voted to
erase the Word Grammer-Schools.
The Reason why.we think that
Injunction unsalutary is because many Towns in the Country are
not under Circumstances jto receive any considerable advantage
from Grammar Schools and therefore think it a Grievance to be at
so great Expence when a good English School may answer all the
valuable Ends most of the Inhabitants can expect to receive from
Schools."
Return of West Springfield, reprinted in Documents,
supra at 620-621. >
4

•«

complete entry is:
"In Page 43: 3d. Line from the
Bottom propose that the word Grammer be deled.
Because we are
and have long been of the opinion that the obloiging every Tovr.
to keep a Grammer School is rather a stagnation to the learning
of Youth than any promotion of it."
Return of Sutton, repnnte
in Documents, supra at 882.
N^>^The complete entry is:
"As to Section 2d. the
Encouragement of ..terature is Good and we think the inhabi
of Each Town have the Sole Right and are the Properest Judges o
what Schooles are the most Suteall for the inhabitants the
they suport and have the advantage thereof and no town has
busness with another Town about Schooles. as that is not
of legeslation."
Return of Bellingham, reprinted m Docum
supra at 747.
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our opinion

impossible To Seperate the good which we Conceive to

Be intended by it,

from the Numerous Evils which may take place

in Consequence of it"; the people of Middleborough concluded,
however:

"But would by all means Encourage all Nessasary Scools

in the Several Towns.
These objections reflect the townspeople's knowledge of and
experience with the colonial laws mandating public education in
the towns and their belief that this provision of the
Constitution would require the new Legislature to continue to
mandate public education in the towns.

Given the uniformity of

this understanding in the recorded objections,
assumption that many,

if not all,

we think it a safe

of the other towns — which

voted for the provision — probably had a similar understanding
of the effect of the provision.
those other towns,

We believe that the people of

who voted for the provision without objection,

*

c

and whose affirmative vote carried the day,

endorsed the

b'

provision with) the understanding that it would require the
‘/
Legislature to mandate universal public education.
i«c •

fjf.

It seems plain- that this is what the framers of the
Constitution of 1780 intended.

There is substantial evidence

that John Adams believed that widespread public education was
integral to the very existence of a republican government.

In an

The complete entry is:
"Chapter 5th
Section 2nd
Literature
it is Such a Complicated inconsistant Flourish of
Expressions that it is in our opinion impossible To; Seperate the
good which we Conceive to Be intended by it, from the Numerous .
Evils which may take place in Consequence of it: But would by' all
means Encourage all Nessasary Scools in the Several Towns."

Return of Middleborough, reprinted in Documents,
X

.

/

supra at 699.
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early and
between

influential essay,

Adams described the strong alT>ances

ignorance and oppression,

liberty.

and between knowledge and

He praised the early English settlers of the

colony as deeply learned and deeply committed to liberty.
knew,

he said,

They

that nothing countered political oppression more

than "knowledge diffused generally through the whole body of the
people"

and so they set out to "propagate and perpetuate

knowledge."

Under their efforts,

"the education of all

ranks of people was made the care and expense of the public" and
the result was that a "native of America who cannot read and
write

is as rare an appearance as

earthquake." X^^There were,

...

he claimed,

a comet or an
however,

some persons

V'

in Massachusetts "who affect to censure this provision for the
education of our youth as a needless expense,

and an imposition

upon the rich in favor of the poor"; this attitude, Adams
i

continued,

was calculated to foster ignorance and,
.

servility.

with it,

f
'• *
’4

Ignorance and servility were not the lot of the

Dissertation on the Canon and Feudal Law, in 3 Works of
John Adams 447, 448 (C.F. Adams ed. 1851) ("[wjherever a general
knowledge and sensibility have prevailed among the people,
arbitrary government and every kind of oppression have lessene.
and disappeared in proportion").
Id.

at 455.

Id. at 456.
John Adams was himself a product of the
Braintree public schools, and, on his graduation from Harvard
1755, a teacher in the Worcester public schools, until he was
called to the Bar.
1 Diary and Autobiography of John Adams
(1961).
Long afterward, in 1786, he told a companion that
1
Meeting house, Schoolhouse and Training Field are the Scaen
where New England men were formed."
3 Diary and AUtobiograp y
supra at 195.

\

49

people of Massachusetts,
rights

to

however,

because people have natural

liberty and to knowledge

frame of their nature,

(they have "a right,

to knowledge").

from the

<In Massachusetts,

the

right to liberty was not only a natural right but also the
inheritance bequeathed by "our fathers
bought it for us,
their pleasure,
Feudal Law,
To Adams,

[who]

have earned and

at the expense of their ease,

and their blood."

Dissertation on the Canon and

in 3 Works of John Adams 456

(C.F. Adams ed.

1851).

these rights were interdependent; the former could not

be maintained without the latter:

"[L]iberty cannot be preserved

without a general knowledge among the people."
reason,

their estates,

he argued,

Id.

For this

"the preservation of the means of knowledge

among the lowest ranks,

is of more importance to the public than

all the property of all the rich men in the country."

Id.

at

457 .
In 1776,

three years before drafting the Constitution of the
i

t.

Commonwealth, J^dam^ wrote and published a pamphlet entitled
■\
i

j

Thoughts on Government,

in which he endeavored to answer the

/v

!*’

question "what plan I would advise a colony to pursue,

in order

to get out of the old government and into a new one."N^^He
offered that "there is no good government but what is
republican."
194

(C.F.

Thoughts on Government,

Adams ed.

1851).

in 4 Works of John Adams

He described the requirements of a

Constitution for a republican government.
_

■v.

He prescribed a

•

Thoughts on Government in 4 Works of John Adams,

at 191.

* **•

.*

supra

<
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tripartite system of government in which the executive,
legislative,
another,

a

and judicial branches are independent of one

"militia

public education:

law," and provisions for widely dispersed

"Laws for the liberal education of youth,

especially of the lower class of people,
and useful,

that,

are so extremely wise

to a humane and generous mind,

this purpose would be thought extravagant."
subsequent version of this plan,
indispensably to be adhered to,

Jd.

no expense for
at 199.

in a

he wrote that "two things are
— one is,

some regulation for

securing forever an equitable choice of representatives; another
is,

the education of youth,
Samuel Adams,

of three,

both in literature and morals.

the second member of the drafting subcommittee

also took pride in and instruction from the commitment

of the early settlers to public education.
James Warren:

In 1775,

he wrote to

"Our Ancestors in the most early 'Times laid an

excellent Foundation for the security of Liberty by setting up n
_

.•
■

4

\54/ Letter to John Penn of North Carolina (Jan., 1776),
4 Papers of John Adams 209 (R. Taylor ed. 1979).
In a Defence o
the Constitutions Of Government (1787), Adams again extolle
importance of public education:
"The instruction of the people,
in every kind of knowledge that can be of use to them in tne
practice of their moral duties, as men, citizens, and Chri
and of their political and civil duties, as members of society
and freemen, ought to be the care of the public, and of
'■ t
have any share in the conduct of its affairs, in a ma!?"e duca-j.0n
never ;yet has been practiced in any age or nation.
Th
and
here intended is not merely that of the children o
lowest
noble, but of every rank and class of people, down to tn
and poorest.
It is not too much to say, that schools to
education of all should be placed at convenient
*tate
maintained at the public expense..
The revenues
th*.
%
would be applied infinitely better, more charitably, wisely .n
usefully, and therefore politically, in this way,
venting
maintaining the poor.
This would be the best way <otiprg5at 168.
the existence of the poor."
4 Works of John Adams, SUE—

,✓
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a few years after their Arrival a public* Seminary of. Learning;
and

by their Laws they obligd every Town consisting of a certain

Number

of Families to keep and maintain a Grammar School.”

He wrote also of his regret that the "extraordinary Expence" of
waging the Revolution was taking resources away from the public
schools,

and asked whether,

continue,

if this "Inattention" were to

"would not the leading Gentlemen do eminent Service to

the Publick,

by impressing upon the Minds of the People,

the

Necessity & Importance of encouraging that System of Education,
which in my opinion is so well calculated to diffuse among the
Individuals of the Community the Principles of Morality,

so

essentially necessary to the Preservation of publick
Liberty.
This examination of the views of .those who framed and those
who adopted our Constitution provides compelling, support
argument that Part II,
Legislatures

c.^ 5,

§

2,

was

intended to

and magistrates the duty to provide

for the

impose on
for the

’/*

education of

the people.

The townspeople who

nT Letter to James Warren, in
232, 235 (H.A. Cushing ed. 1968).

left records

3 Writings of

of

Samuel Adams

Id. at 236.
James Bowdoin, the third member of the
drafting subcommittee (and the president of the constitutionalsconvention) demonstrated a commitment to the value of education
through his deeds.
In addition to being the second person
elected to the office of Governor of the Commonwealth, he was a
founder and the first president of the American Academy of Arts
and Sciences and a member of the Harvard University^Corporation.
See G. Kershaw, James Bowdoin II:
Patriot and Man of the
Enlightment (1976); 2 J. Quincy, History of Harvard University*.,
225 (1860) .
Bowdoin College, established by the General Court' in
1794, was named for him.
St. 1794, c. 16.
See Governor Bowdoin
and His

Family 3-6

(1969).

c

52
their

debates

view that

on the

Part

II,

proposed Constitution plainly stated their

c.

5,

§

mandate

the maintenance of

created

a

2,

would require the

schools

Constitution which by

in the towns.

its words and

Legislature to
The

framers

its structure

states plainly that providing for the education of the people is
both duty of

and prerequisite for a republican government,

and in

their writings,

the Adams cousins stated this belief repeatedly

and

We turn now to the statements and actions of

fervently.

legislators
in

178 0,

as

imposing

the

and magistrates

and

on the adoption of the Constitution

find that they,
on Legislatures

too,

understood Part II,

c.

5,

§ 2,

and magistrates the duty to educate

populace.
D.

.

1
Part
attention

II,
of

c.

5,

§

2,

of the Constitution commanded the

legislators .and magistrates

%;

Constitution was

adopted.

immediately after the

.

.

At the opening of the first

’ /

legislative
the

session held under the newly adopted Constitution,

Legislature

issued a

responsibilities.

statement pledging itself to

its new

Answer of a Committee of both Houses of

Assembly of Massachusetts to the Speech of His Excellency the, _
Governor

at the Opening of the Session

Massachusetts,
Formation of
substantial
§

2.

Colony to Commonwealth:

Its Commonwealth 163
portion of

Echoing the

(R*

(Nov.

7,

1780),

in

Documents on the
Taylor ed.

1961) .

its addressT'was devoted to Part

A
II,

language of the constitutional provision,

./

c- >
th

53
Legislature stated:

"Inasmuch as knowledge and virtue are

essential to the preservation of freedom in a State,
happy

in

affording the highest marks of

we shall be

attention and respect

to

<

all

Seminaries

' they may need,
and

of Literature,

specific topic of schools,
the

the support

and which it becomes the Representatives

free people to afford

address

and yielding them all

.

.

.

."

Id.

at- 164-165.

On the

the Legislature pledged

needs of the public schools:

of a wise

itself

"Nor can the

to

schools

throughout this Commonwealth be permitted to continue under such
inattention and discouragement as they have
suffered,

to the

generation,
We shall

and to the

injury of the present and

indelible disgrace of a

therefore hold ourselves obliged to

establishments
usefulness."
In

irreparable

1789,

for many years
future

free government.

form proper

for restoring them to their primitive dignity
Id.

at

and

165.

nine years after the adoption of the Constitution
i

the Legislature powerfully stated
*

§

2,

imposed on

its view that Part

II,

c.

5

"4

it ihe

"duty"

to

"provide

for the education

of

/<■

youth."

In that year,

the Legislature enacted the Commonwealth's

first comprehensive school
declared

law,\^lnd

in doing so,

expressly

itself to be following its constitutional duty.

preamble to the

1789

statute declares:

"Whereas the

The

Constitution

of this Commonwealth hath declared it to be the duty of the
General

Court to provide for the education of youth;

---

i

and whereas

X

'^}/// An Act to provide for the instruction of youth,
the promotion of good education,
'

St.
*

1789,
*

c.

19.

and‘for

c

54
a

general

the

dissemination of

prosperity of

Commonwealth:

Be

knowledge and virtue

is

necessary to

every State,

and the very existence of

it enacted

.

.

.

."

St.

1789,

c.

a

19,

preamble
Throughout the early years of the Commonwealth,
and magistrates
constitutional

before
stated:

—

legislators

several of whom had been delegates to the

convention — publicly articulated their views of

In addressing the Legislature two and one-half weeks
the passage of the 1789 school law, Governor John Hancock

"That this Commonwealth . . . may increase
its own internal prosperity ... we ought to
support and encourage the means of Learning,
and all Institutions for the Education of the
rising generation; an equal distribution of
Intelligence being as necessary to a free
Government, as Laws for an equal distribution
of property.
"Our wise and magnanimous Ancestors
impressed with this Idea, were very liberal
and careful in 'the establishment of
Institutions for this purpose, among which,
that df our University in Cambridge, and that
of the Grai&roar Schools in our Towns were very
importantz{fevery necessary attention will
certainly be paid to the former, and I cannot
but earnestly recommend to your inquiry, the
reason why the latter is so much neglected in
the State: should any new laws be wanted in
this matter, you cannot do your Country a
more essential service than providing them.
Speech of Governor John Hancock, June 8, 1789, reprinted in 1?88
L789 Acts and Resolves 745, 746.
The following January, six
nonths after the enactment of the statute. Governor Hancock
Declaimed to the Legislature: "Our happiness so ?Wj“igation
iepends upon the encouragement of Literature, & the dissemin
jf useful knowledge, that the fathers of the People will al
.
lave them in their view."
Speech of Governor John Hancock,
L9, 1790, reprinted in 1788-1789 Acts and Resolves 749,

752

.

/’■
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the responsibilities
speeches

and

imposed on them by Part

other public messages,

repeatedly:

They described Part

Constitution as

c.

5,

§

2.

they stressed several

II,

c.

5,

imposing on them a duty or

§

2,

form of government newly adopted

points

They

integral

to the

in the Commonwealth.

They characterized and extolled public education as education
the rich and the poor alike.
different ways,

Lastly,

In

of the

injunction.

stated emphatically that public education was
republican

II,

they stated,

for

in numerous

that ensuring the education of the population was

a matter of State-wide responsibility.
Thus,

in

Legislature

1791,

Governor John Hancock pleaded with the

to use State resources to help citizens

frontier parts

of

he stated:

feel myself so much

MI

disagreeable

the State to set up schools.

located

In that address

in the

eastern part

[referring to that part of Massachusetts now

in the State^of Maine]
,

'

upon you Gentlemen,

the

impressed with the

situation of our fellow Citizens

of the Commonwealth

in

.

.

.

that I

cannot but urge

it

I

.to take measures for their relief,

k

.

.

it

is within your power to do it."

so

far as

Speech of Governor John

V

Hancock,

Jan.

28,

General

Court

action,

and advised the

State,

563,

1791,
564.

reprinted

in

1790-1791 Resolves of the

Hancock urged the Legislature to take
legislators that "the resources of the'

by the appropriation of wild lands,

are such,

or by any other means,

as will allow you to assist that society in their

laudable endeavours to disseminate^the principles of Religion and
Morality amongst our fellow Citizens.

,/

II

(

56
In
its

1793,

Governor

Hancock requested the Legislature to turn

attention to the entire

system of public schools

Commonwealth:

"Amongst the means

been

its present height of prosperity,

raised to

.education has
encourage

and

by which our government has

been the most efficient;

support our Colleges and Academies's^^f’^but more

to poor

institutions
government

that of

you will therefore

watchfully the Grammar and other town schools.
advantages

in the

and rich;

be neglected,

requires

These offer equal

should the support of

such

the kind of education which a

to maintain

its

force,

free

would soon be

f orgotten. "
In
the

1794,

death

of

"great and
and

that

addressed the General

subject of

Court on the

"the education of our children

Samuel Adams declared that the security of the State

on the

education

if there

assuming the office of Governor on

Governor Hancock,

important"

youth."

depended

Samuel Adams,

education/of youth;
"qual£f[ies]

should be such,

them

one reason,

[youth]

among others,

was

to discover any error,

in the forms and administration of

/<
Governments,

and point out the method of correcting them."

Address to the Massachusetts Legislature,
reprinted
ed.

1968).

in

4

Jan.

The Writings of Samuel Adams

"But,"

Governor Adams continued,

17,

359-360

1794,
(H.A.

Cushing

"I need not press

i

see generally G.H. Martin, The Evolution of the
Massachusetts^Public School System 118-134 (1915) (discuss
private

academies) .

Quoted in Cubberley,
States 90

(1947) .

Public Education in the United

g

this

subject,

inclination
enjoined

being persuaded,

of

their minds,

the Sciences,

The next year,
years

as well

by the Constitution,

Literature,

before,

that this Legislature

will

and all

Governor Adams,
warned the

as

in regard

cherish

'the

to

Jd.

like Governor Hancock

just

legislative body of the dangers

he continued:

that multiplying them,

to injure the ancient and beneficial mode of
The peculiar advantage of

the rich may derive equal

none excepting the more wealthy,

to the

is

it may
tendency

in Town
is,

from them;

Should

to

can

that

but
avail

these

of the wealthy,

it not

to be

feared

' j

that useful

learning;,

.
early parts

of

instruction and social

feelings

life';- may cease to be so equally
11

it has heretofore been."

supra at 375,

Governor Caleb Strong,
the Legislature on

in

the

and universally

v.

Legislature of Massachusetts,
Samuel Adams,

a

such schools

influence

from the generous support of town Schools,
\

may have

generally speaking,

institutions detach the attention and

as

two

"[Pjerhaps

benefit

360.

"Academies."

Education

themselves of the benefits of the Academies.

disseminated,

at

"patriotic exertions of worthy citizens"

be justly apprehended,

the poor and

of

their Seminaries."

establish the private academies,

Grammar Schools.

the

the duty

interest

public schools of the growing phenomenon of private
While praising the

from

June

3,

Address

1795,

in 4

to the

Writings

of

378-379.
in

1801,

devoted an entire address

"the education of youth,"

to

stating that

"[a]mong the various subjects of State Legislation',

there

is

none

*

58
more

important

Like many
who,

he

before

said,

essential
and
of

duty,

provide

lately

the means

expense,

will

assistance,

as the rich.

legislators:
settled
of

for the children

concluding,

"If any of the towns or plantations

in the Commonwealth,

are unable to

expedient

for the public to afford them

no children may grow up

in the

State without

instruction. "\6^In response to Governor Strong,
proclaimed
general

that

republic cannot

"long exist,

"no

subject of

declared that

the Senate

without the

diffusion of knowledge among every class

agreed that
and

a

Governor

instruction and education at their own

it not be

that

as the roost

important exercise of government"

for the establishment of schools

asked the
have

Free Governments.

Governor Strong praised the early settlers

and the most

poor as well

Strong
which

him,

our

"considered the education of children,

"provided
the

to the preservation of

of citizen";

legislation can be more

important";

"an early and unwearied attention to the
l

»

instruction

of

our y&uth" was

its

"duty,

which to neglect would

i

\

be

a

breach

Answer
Court

of

of

the

(1801)

stating that

?

the thrust reposed

>

Senate',
9.

June

4,

in us by our constituents."

1801,

in Resolves of the C^.isra^.

The House of Representatives responded by

it was

its

"highest wisdom to cherish,

Governor's Speech, June 4,
General Court (1801) 7.
See Speech
June 3, 1800, in 1800-1801 Acts and
565, 567.- (referring the Legislature

and

if

1801, in Resolves of the
of Governor Caleb Strong,
Resolves of Massachusetts
to Part II, c. 5, §2).

59
to
first duties

improve them

[the public

schools],

to transmit them unimpaired

Answer of the House of Representatives,
of the General
"[i]f any of

Court

(1801)

9,

10.

and

one

of

to our posterity."
June

4,

1801,

in Resolves

The House also agreed

the towns or plantations

our

that,

in this Commonwealth are

unable to provide the means of instruction for their children,
conceive that the public good requires that they should have
assistance as may be required
Governor John Brooks,
fundamental
education,
§ 2,

at

10-11.

also articulated the

and the constitutional duty

conservation
is

1819,

Id.

such

relation between republican government and public

to provide

compact,

in

for this purpose."

we

imposed by Part

for the education of the people:

of our

c.

5,

"[T]he

as defined

in our great

social

intimately connected with the

intelligence

and virtue

is born neither wise nor good.

Knowledge

of the people.

liberties,

II,

But man

and virtue result

from instruction,

and discipline and effort.

<*

7

.

.

.

Hence the usefulness and
•

hence,

likewise,

importance of early tuition;

and

*

the^interest which the public has

in providing

k
means

for cultivating the minds,

youth.

and forming the manners

Agreeably to these sentiments,

of

the constitution enjoins

it as a duty on the Legislature and Magistrates,

in all

periods of the Commonwealth,

to cherish the

literature and the sciences,

public schools and grammar schools

in the towns.

Should the existing laws be

interests

future

of

found insufficient to

S
provide

for the primary education ..of

destitute orphans,

children,

and the children of

especially of

the poor and necessitous,

1

60
prerequisite
deficiency

to their admission

has

strong

Legislature."
the General

Governor's

Court

Governor Brooks.
be

forgotten,

accompanied
obliged

colleges

by

Speech,
27,

28.

June

regulations

The Senate responded:

churches.
for the

.

.

care,

Nor

as his

[L]egislators are

institutions calculated

population,

in every part of the
as well

individual,

with the

similar institutions.
so valuable,

to yield to

*

influence apprehended from the increase of our

to be vigilant,

It becomes the Legislature,

lest the causes of moral

which have accompanied the progress of

establishment of

large manufactories

Resolves of the General Court

(1819)

*•__

refinement,

in other countries,

should gain admission within this Commonwealth."
Senate,

as the

,

commerce and wealth.

deterioration,

our schools,

faculties had been* developed under

ought we to allow advantages

unfavorable

and the

.

unless

interest to the community,

by contributing'to the support of

therefore,

.

not to

it was his duty to repay the service rendered

.

the

.

instruction of the poor,

*-r

the public

.

little value,

schools

encouraging the humblest

and teaching him that,

.

in Resolves of

[0]ur ancestors made early

establishment of

for the

thus

.

the

"[I]t is a truth,

foster and preserve the

conviction that he was an object of

.

1819,

the

The Legislature agreed with

intelligence and virtue.
to

Commonwealth,

him,

1,

useful knowledge and correct principles;

and

affluent;

(1819)

to the consideration of

that political rights have

...

to diffuse

claims

into grammar schools,

32.

Answer of the

61

The House of Representatives pledged itself,to act in
accordance with

its constitutional duty:

"[T]he House of

Representatives hold it to be their indispensable duty,
their highest interest,

as it is

to encourage every practicable measure

that may be suggested or devised,

to carry into effect the

requisitions of the constitution,

respecting the education of

youth."
(1819)
In

Answer of the House, Resolves of the General Court
36.
1822,

Governor Brooks again articulated the

connection between the republican

intimate

form of government which the

people of Massachusetts had chosen for themselves and the
commitment

to public education which

form of government:

"The

framers of the Constitution were

that a compact on parchment merely,
and provisions,
free government,

is required to sustain that

would provide an

however definite

its

aware
checks

insufficient preservative

should the people become

indifferent

to a

to their

€

own safety,

and sink^into a state of
\

Governor's
(1822)

Speech,

508.

ignorance and profligacy."

? j

June

$

3,

1822,

"To thife point the
*

clear and emphatic,"

in Resolves of the General
language of the Constitution

Court
is

f

continued Brooks,

"when

it affirms that

'knowledge generally diffused among the people,
the preservation of their rights and

is necessary

liberties.'" . Id.

at

for

509.

And Massachusetts town schools "in which her sages arid statesmen
have commenced their career of glory,

are calculated to awaken

/
the youthful

intellect,

to inspire a sense of character,
■N

and
*

Prepare the great mass of people for understanding and defending

62
their
an

rights.”

affirmative

articulate
republic

on

and
of

essential

and

The

town

the

of

our

knowledge,

were
II,

among all

with

responded

particularly

Court

added).

the General

519,

Court

Commonwealth

it

is

520.

is the

of a representative republic.
introduction to the town

Answer of the Senate,
(1822)

Representatives,

(1822)

”[T]he general

classes of people,

is the only proper

of

Legislatures,
it was

The Senate was

indispensable basis

of

House

General

the Legislature

the connection between the maintenance of a

(emphasis

in Resolves

again,

commitment.

school

meeting”

Once

the education of her citizens:

diffusion

of

Id.

June
Thus,

at

3 ,

517.

1822,

in all

3,

1822,

See also Answer
in Resolves of the

of these early years

clear that the people,

and the magistrates

June

(Governors)

the

framers,

the

had no doubt that

their duty to cherish the public schools and that they

enjoined to respond to the constitutional mandate of Part
c.

5,

§

2.

The

statutes they enacted add further evidence of
7

,

*r

their

fulfilment of /this
'

•

|
The

early

shall
of

.

.

2

if.
legislation of the Commonwealth put these

into practice.
townspeople to

In

1785,

the Legislature authorized the

judge necessary for the settlement,
.

.

schools

N^/An Act

ideas

"grant and vote such sum or sums of money,

.

.

.

;

property within the same

nd

obligation.

4

as they

maintenance and support

to be assessed upon the polls and
[the town], *V^and,

for regulating towns,

for the choice of town officers,
v/

as

indicated,

m

setting forth their power
St.

1785,

c.

75,

§

7.

63
1789,

the

Legislature enacted a
the maintenance of

mandating

earlier colonial
required the

and provincial

inhabitants.

prescribed penalties
6.

As

schools

in

laws,

St.

law

1789

school

1789,

c.

19,

law.

the penalty

1.

St.

The

collected

from payment of the penalties were to be used
or schools"

county as the offending town
such assistance."

St.

1789,

In addition,

the

1789

towns to divide themselves
c.

19,

§

2.

19,

and the monies
"for the

in those towns within the

same

"whose circumstances most require
c.

19,

statute

§

7.

"authorized and empowered"

into school

"districts."

The preamble to this section of the

that districts were necessary because
situation of the

c.

increased with the

families

such school

the
statute

1789,

number of

support of

in the offending town,

§

the

law

in proportion with

for neglect of the

in the earlier statutes,

school

the towns\^// Like

the

towns to maintain schools

number of their

§

comprehensive

St.

the

1789,

law explained

"by means of the dispersed

inhabitants of several towns and districts
r

■ i

•

.

.for

.

the children and youth cannot be collected

their

I
instruction."
1

the

St.

1789,

c.

19,

§

2,

preamble.

Also,

levels

of

in English before attending grammar school

(§

qualifications

place

r

statute required students to attain certain

proficiency

in any one

for grammar schoolmasters

(§

5);

3);

set

required

An Act to provide for the instruction of youth, and for
the promotion of good education, St. 1789, c. 19.
The 1789
statute is both a direct descendant of the colonial /law of 164 7
(discussed, supra) and the venerated ancestor of G. L. c. 71,
S 1.
See G. L. c. 71, § 1 ("Every^town shall maintain ... a
SKflCient number of schools for the'instruction of
wh° may legally attend a public school therein").

all

children

(

64
schoolmasters teaching the very young to obtain a
from the

selectmen of

selectmen
youth

of

to

the town

"use their

their

schools

and

inspect the

public

a

is

influence and best endeavours,

schools to

of

today
to

are

.

the

St.

early Commonwealth

as G.

1789,

and to visit

c.

19,

§

7.

L.

c.

71,

§

30),

.

.

the

considered the
an

in the minds of

(and which remains

the

1789

in

statute directed

instruct children and young people

structured."

issued

that the

into regulation and discipline

the students.

in the

"virtues

basis upon which the republican Constitution

St.

1789,

In Commonwealth v.

had

inquire

education and the survival of the republic

teachers
which

enjoined ministers and

provision which reveals the close relationship between

the members
effect

and

appointed and supported as aforesaid"

and the proficiency of
in

9);

respective towns and districts do regularly attend

the

Last,

(§

certificate

c.

19,

Dedham,

§

4

16 Mass.

requirements of the

1789

indictment against the

141

(1819) ,

statute.

this court

A grand jury

inhabitants of the town of

r
'

'

•

#

i

s66/ The 1739 statute enjoined all "instructors of youth" in
the State "to exert their best endeavours, to impress on the
minds of children and youth committed to their care and
instruction, the principles of piety, justice, and a sacred
regard to truth, love to their country, humanity and universa
benevolence, sobriety, industry and frugality, chastity,
_
moderation and temperance, and those other virtues wh
. . . the basis upon which the republican Constitutio
structured."
St. 1789, c. 19, S 4.
It also mandated:
[ ]
e
shall be the duty of such instructors, to endeavour to lea
jjh^ a
under their care (as their ages and capacities will admi L
ed
particular understanding of the tendency of the beforementioned
virtues

S'SSk

to preserve and perfect a republican Conslitution,

blessings

future happiness;
slavery and ruin."

of liberty os ““ “ “ '
and the tendency of the opposite vices
Id.

65
Dedham charging them with failing to maintain a grammar school
„in subversion of that diffusion of knowledge,
of

that promotion of education,

government require,

and in hindrance

which the principles of a

free

and which the constitution of the

commonwealth enjoins;

against the peace and dignity of said

commonwealth,

and the form of the statute in such case made and

provided

1789,

[St.

c.

19]."

Id.

The town defended on the basis

that it employed a grammar school master in one of its
district schools."
defense:

"town or

This court emphatically rejected Dedham's

"The schools required by the statute

[St.

1789,

are to be maintained for the benefit of the whole town,

c.

as

19]

it

is

the wise policy of the law to give all the inhabitants equal
privileges,
schools.

for the education of their children in the public

Nor is it in the power of the maiority to deprive the

minority of this privilege.

If,

then,

the schools in three of

the districts are to be considered as grammar schools,

and those

i

in the other districts as of another description,
proceedings of the t<pwn have been irregular;
doubted,

•

%

the whole

and it may well be

'

whether the money of the town can be lawfully

appropriated to the support of schools thus instituted.

Fvery

inhabitant of the town has a right to participate in the benefits
of both descriptions of schools
grammar schools];

[reading and writing schools and

and it is not competent for a town to establish

a grammar school for the benefit of one part of the town,

to the

i

•exclusion of the other;
of schools may be,

although the money raised for the support

in other respects,

fairly apportioned.

If the

c

66
whole

of

the money

in three
an

as

districts,

appropriation.

same.

so
no

raised

by the defendants had

one would contend

schools,
only.*'

and

schools

such

is the

schools are to be considered

independent of each other.

and not

expended

legality of

Yet the principle of the present case

For the two descriptions of

distinct

for the

been

Both must be town

for the benefit of a part of the town

(Emphasis

supplied.)

the years

following

Commonwealth v.

Dedham,

supra at

146.
In
enacted.

The

Legislature

raise money to repair
buildings
(for

other

as

towns

that had

school

laws were

inhabitants of towns to

and to purchase

land and

mandated a district taxing system

subdivided
1789

into districts

law);

for school

and enacted various

concerning the system of public schools

Commonwealth.In

67

variety of

schoolhouses,

authorized by the

provisions

a

authorized the

for new schoolhouses;

those

purposes

1789,

iin the

1826,* the Legislature required each town

See, e.g., St. 1800, cc. 8, 9; St. 1802, c. 11;
St. 1811, c. 24 (authorizing town assessors to "remit sums of
money assessed on th£ inhabitants of any School District, for the
purpose of purchasing, building, repairing or furnishing school
houses, as they have to remit any sums of money assessed on the
inhabitants of any town or district, for defraying town or
district expenses"); St. 1815, c. 141 (authorizing a town as a
whole to override a decision of a town district not to raise
_
money to build or repair a schoolhouse within the district, and
providing that in the event of a town override, the money to
build or repair the schoolhouse is to be assessed against the
members of the district).
See also St. 1817, c. 14? St. 1822,
c. 99; St. 1824, c. Ill (authorizing towns of fewer than 5,000
inhabitants to hire a teacher to instruct youth in ."Orthography,
Reading, Writing, Arithmetic, English Grammar, Geography and good
behavior" rather than, as previously required, in Latin and
Greek, and authorizing such towns to apportion the money for the
support of the public schools "to be applied for the support of
such schools in the several districts in such town, in such

I

67

to

a school committee,

elect

specified duties,

charged each school committee with

and instituted a report or -'return"

secretary of the Commonwealth.

St.

1826,

c.

170.

By

to the
its return,

a school committee was required to report annually on a number of
topics,

including:

the amount spent the preceding year "for the

instruction of youth";

the number of pupils in the town

into three groups - those under seven,
fourteen,

those between seven and

and those over fourteen years of age);

pupils between seven and fourteen years old,
attend school;

(divided

the number of

if any,

who do not

and the number of persons over fourteen and under

twenty-one "who have had a right to education in the public
schools in this Commonwealth,
Id.

at §§ 5,

who are unable to read or write."

6.

In 1827,

the Legislature repealed the existing statutes and

enacted a new comprehensive school law.
1827 statute consolidated,
school provisions.

Thus,

amended,

St.

1827,

c.

143.

The

and added to the previous

it required each town or district to

maintain schools to teach specified subjects for specified
periods of time,

according to the number of inhabitants

in the

t

town or district

(St.

1827,

c.

143,

§

1);

authorized — but did

not require — towns to subdivide into districts for school
purposes

fid.

at § 2);

enjoined teachers to instruct youth

virtues "upon which the Republican Constitution is founded
at § 3) ;

"authorized,

in tTie
(id*

empowered and directed" the towns to raise

y

:

manner as the town may judge to be^best for the instruction of their youth" provided the town maintained the public schools in
the town for the time periods required by law).

\y'
X

..

-v. ../
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money

for

election
duties

the
of

of

creation

support

a

school

school
of

of

committee

committees

"prudential"

districts,

and

instituted

a

at

required the

§

schools

(id.

at

§

4);

in each town and

(id.

at

committees

§

mandated

specified the

5mandated the

in towns subdivided

specified their duties

the

(id.

into

at §

system for providing students with school books
school

(id,

committees to make annual

.68

The school committees were to take "general charge and
superintendence" of the public schools in the town; to require
evidence of the fitness of teachers and to issue certificates of
such fitness; to determine the number of students attending the
town-wide school; to make quarterly visits to the town-wide
school to ensure that students were "properly supplied with
books" and to "enquire into the regulation and discipline" of the
school and the "habits and proficiency" of the students; to visit
the district schools in the town for the same purposes at the
beginning and end of the term; and to visit "all the schools kept
by [the] town" once a month "without giving previous notice
thereof to the instructors."
St. 1827, c. 143, § 5.
The prudential committees were to keep the district
school house in good order; if there were no school house, they
were to find a "suitable * place" for the school in the district;
to "provide fuel, arid all things necessary for the comfort" of
the students; to select and contract with a teacher in the
district; and to provide information and assistance to the school
committee of the tofyn.
St. 1827, c. 143, § 6,

<y The

i

school committee was to "direct and determine the
class books to be used in the respective classes, in all the
several schools kept by [the] town" (except that it could "never
direct" the purchase or use of books "calculated to favour any
particular religious sect or tenet"), to purchase the books at
town expense, and to sell them, at cost, to the parents,
guardians, or masters of the students who were to provide th®* 1?
the students.
In the event that the parent, master, or guardia
did not supply a student with books, the school committee
directed to supply the student with books at the expense of tn
town and to notify the town assessors of the names of the parmaster, or guardian who had failed..to provide the student *itn^
books.
The town assessors were then directed to add the c° rent,
the books to the next annual tax levied on the delinquent P
master, or guardian.
However, if the assessors determined
the parent, master, or guardian .was "not able, and cannot

y

X,

69
to the

reports

9

)<!y!

Secretary of

empowered the towns

raise money

purchase
system

land)

(id.

meetings

to build,
(id.

at §§

the Commonwealth

or districts within the

repair,

at §

11,

(id.

10) ;

12,

at

§§

8,

towns

to

or purchase a school house
prescribed a school

13);

district

(id.

at

granted the towns certain powers over the districts

§§ 16,

17);

made each school district

last,

(id.

(id.

prescribed penalties for a town's refusal

at

to be used

committees,

at
"a body

§

17);

to raise

money for the support of schools or to choose a school
or prudential

taxing

14);

in the Commonwealth

corporate" with specified powers and liabilities
and,

§

to

by which

specified the procedures

in the districts were to be called

(and

committee

and directed that such penalties were

for the support of schools

in the town

(id.

at

§ 19)
In 1834,

the Legislature created the "Massachusetts

School

Fund," a "permanent fund for the aid and encouragement of common
<-

i
'

¥

to pay the whole expense of the books so supplied on their
account," the latter?was "exonerated from the payment of the
whole or part of such expense."
St. 1827, c. 143, § 7.
71
This provision continued the requirement of annual
returns which had been instituted one year earlier, in St. 1826,
c. 170, §S 5, 6.
72
Any town which refused or neglected "to vote and raise
money for the support of schools" was assessed a penalty in the
amount of "a sum equal to twice the highest sum which such town
had ever voted to raise for the support of schools therein"; and
any town which failed to choose a school committee or prudential
committees was assessed an amount between $100 and^<$200.
Three—
quarters of the money paid in penalties was to be paid;to the
school committee of the town (or if there were no school
committee, to the selectmen of the town) and was to be used for
the support of the schools in the town.
i

a ;

x.

j

•
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schools."
were

St.

1834,

c.

169,

§

1.

Public monies

appropriated to create the fund:

public

lands

from two sources

monies from the sale of

in Maine^v^^and monies recovered by the State in

its claim against the United States for military services
rendered.
fund

The same year the Legislature created this State-wide

for the support of public schools,

Governor Davis addressed

the Legislature on the topic of public education.

Echoing the

themes which had animated the framers of the Constitution and the
first

legislators and magistrates of the Commonwealth,

he

declared that the people of Massachusetts owed the early colonial
settlers

"a debt of never ending gratitude for establishing free

schools to be maintained at the public expense," and he
continued:

"The great wisdom evinced in thus boldly striking out

a course of public policy which required the rich to aid in
educating the poor,

and which is rapidly tending- to revolutionize

the world,

has not been wasted upon their posterity, for free
t,.
schools have ever since been cherished and maintained as the
•/

i

nurseries of virtue,?and liberty.

So deeply imbued with this

attachment was the public mind when the Constitution of the State
was

framed,

that one of its sections,

in language of singular

¥'The statute appropriated to the Massachusetts
le
Fund all monies which had been obtained previously from
A s
of public lands in Maine, along with fifty per cent of all monies
which would be obtained in the future from such sales.
and
=169
S 1.
in 1820, Maine had separated fr°m "assachusetts^n
become a separate State; upon th<^separation, sta
newly created State of Maine were divided equally betuee
Massachusetts and Maine.
See generally Hatch
i
Maine (1784-1820), in 3 Commonwealth History of Massacn
548-579

(A.B.

Hart ed.

1929).

-

71

beauty,

enjoins

of promoting

liberty,

on those who administer the government the duty

ffusion of knowledge as the basis
the di

of

civil

'ty'

3 .
Statements by

legislators and magistrates made

the adoption of the Constitution,

long after

unlike those made at the time

of the Constitution's adoption or shortly thereafter,
probative value as
of the Constitution

in

1780.

Commission on Education,
issues

by resolve of

little

indications of the contemporary understanding
Despite this

we note here the statements of a

prsciss

have

limitation,

however,

1919 Report of the Special

because of their pertinence to the

in this case.

The special

commission was

created

the General Court and was composed of members

the Legislature and appointees of the Governor.

of

The special

Governor's Address, Jan. 21, 1834, in 1834 Resolves of
the General Court 569, 575-576.
Governor Davis described the
virtues of the vpublib schools:
"In these institutions which are
open with all their privileges to all persons, even to the pauper
who lives upon publifc charity, superiority in intellectual
advancement constitutes the only distinction.
Here the love of
intellectual pursuits springs up; here the morals are
strengthened and often purified; and here is laid the foundation
of the future eminence and usefulness of most of our
citizens. . . . Free schools are emphatically the seminaries of
the people, and, like the natural sun in the firmament, shed
their animating and vivifying influences upon all."
Id. at 576.
He heralded the "auspicious influence of the example of
Massachusetts in asserting the principle, that the rich ought to
contribute to the education of the poor.
It was left to her to
develope this great source of moral power, whose influence is
seen, in opening the avenues to knowledge, in dispelling the
intellectual night that would otherwise overshadow'the poor, and
in achieving for them, and all the. great laboring class of
citizens, new privileges and new sources of happiness.
Its
influence is not less conspicuous in sustaining every where the
institutions which we most value."
Id. at 576-577.
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commission was
systems

and making

of

public

in

the

St.

of

the

fund,

1919,
The

c.

recommendations

of

for

the

State's

and

stated:

the

thought
schools

educational

"proper co-ordination
Its work resulted

An Act to provide for the distribution of a

income tax,

and of the

for the purpose of

income of the Massachusetts

improving the public schools,

363.

special

educational

of

investigating the

education within the commonwealth."

enactment

portion
school

charged with

commission

opportunities

found wide disparities

in the

available to students across the State

"To the reader of this report who takes comfort in
that his
all

pretty well

by

it

city or town

is now taxing

can possibly afford,

its

unfortunates

...

and

for maintenance

is on the whole doing

it would be a

rather

disconcerting revelation to visit the poorer cities,

the

struggling

towns

of the

State,

see

and

and

how

sparsely settled rural

large a number of boys and girls of the
>i

Commonwealth

are

sections

,

being denied the equal opportunity for an
'
*

i
4

' /'

education which

chapter V,

section II,

of the Massachusetts

K
Constitution

%

guarantees."

Report of the Special

Commission 27

(1919) .
The

special

commission recommended the creation of a general
r.

school

fund

would be
them

in

the

Commonwealth,

"distributed to all

supported by income tax,

which

cities and towns so as to assist

in supporting education and equalizing educational

opportunities."

Report

of the Special

Commission,

supra

at 20.

^

73
See

id.

at

54-57 ^in addition,

the

special commission

recommended a new formula for distributing the income of the
Massachusetts School Fund which "takes into consideration the
actual needs of the town and its valuation."

Id.

at 21.

See

id.

' at 57-58.
The special commission did not mince words
need

for these measures:

in describing the

"[N]o state probably can show a greater

diversity among the towns and cities with respect to their
financial

ability to maintain schools

no state can produce a social and

[than Massachusetts],

and

industrial situation that makes

more necessary a high level of general education throughout all
communities."

Id.

at 29.

The Report described the early

commitment to public education in Massachusetts
"[i]n earlier days,
the State,
worst."

educational

when wealth was more evenly distributed over

the system

Id.

at 30.

and noted that

[of

^Now,

oppprtunity"

local

funding]

however,
(.id.

was not 'seen at

the need for

at 29)

its

"equalizing

across the towns was

acute:

‘V

"[W]hile Massachusetts has some of the best schools

in the

4 C

k.

country,

she also has some of the poorest."

the Commission gave its view that
depends

in

them."

id.

Jd.

at 31.

Lastly,

"[t]he excellence of schools

large measure upon the amount of money spent upon

sy, This recommendation for a State-wide fund for education
from monies raised through the income tax (and the Act adopting
the recommendation) came four years after the ratification in
1915 of a constitutional amendment''granting the General Court * •„
.fflull power and authority ... to impose and levy a tax on
income . . . .»»
Art. 4 4 of the Amendments to the Massachusetts
Constitution.
. /

x.

<
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E.
In

none

of

whether

Part

II,

magistrates"
of

the

that
court
with

the

§

2,

imposes

a duty on

consider

"legislatures and

education to the young people

however,

consistent with the view

imposes such a duty.

In a series of

cases,

this

held that various actions of the Legislature accorded
"duty"

characterized

297

5,

Our cases are,

section

has

general

c.

cases have we had occasion to

to provide an adequate

State.

the

our prior

imposed on

the duty as

education."

Mass.

65,

68

of

the

c.

5,

§

2,

enact

a

statute

the

obligation thus

Mayor

&

5,

§

2,

and has

School Comm,

There we stated:

of Lvnn.

"In the performance

imposed on the Commonwealth"

by Part II,

"within the competency of the General

"requiring the

in the public schools.

Stokes,

Mass.

103,

105-106

Court" to

flag salute and the pledge of

allegiance"
287

c.

"public obligation to provide for

Nicholls v.

(1937).

it was

it by Part II,

Id.

(1934),

at 69.

In Antell v.

we declared:

"Education

*

of

youth was

provided at public expense and with anxious
.

r

\

solicitude
history.

i

through the colonial and provincial periods
The

%

duty to maintain and cherish public schools was
*

declared

in the

the General

of our

w

Constitution,

Court had taken

c.

5,

§

2."

"jealous care"

Further,
to clothe

we noted that
"municipal

officers with adequate authority to encourage the highest
practicable
106;

and,

efficiency of the system of public education,"

that,

therefore,

fully empowered to
high

school

id*

the Haverhill school committee was

issue and enforce a rule forbidding public

students

from participating

in secret societies.

at

75

.
Sinilar/

Mass

436

,,

mi-prc,tate Consol.

St.

RY» /

l87

in rommonvealth
v. im:er.Ldte-X1
,,,,
on7 n s
79 (1907), the court declared
(1905), aff'd, 207 U.S. /*
'

that’part II,

c.

S 2,

5,

of the Constitution -.justified- the

Legislature's passage of a statute requiring street railway
companies to transport public school children to and from school
at half fare:
diligent

"The duty of legislatures and magistrates to be

in the promotion of education,

,
specially declared

in

"merely gives help to

c.

c

5,

[the]

acquisition of Knowledge."
12 AUen 500,
to be used

503

(1866)

c
§

n

2,

»t

pupils
Id.

among all

and the statute at
and tne s

at 439.

(1944),

Amherst,

Federal

in the State,

"the

in accordance with the duty enjoined upon

in Lynch v.

c.

5,

§

Commissioner of gduc.,

in thevcourse of holding that Part II,

2

317

c.

Mass.

5,

the court stated

§

2,

the contention of the plaintiffs that

There

[Part II,

in the

is nothing
c.

5,

§

in

2]

for free education not only in common schools but also
institutions of

(emphasis added).

Id.

schools,'" we stated,

1

does

in effect that the provision

elementary and secondary public schools:

in higher

73

in State

does require the Commonwealth to provide free education

provides

it

) .

not require the Commonwealth to provide free education
teachers colleges,

lands

its constitutional

by an express provision of the constitution,
Moreover,

issue

See H^ick v.

(in accepting a grant of

for an agricultural college

but also

is

in connection with their

legislature not only acted strictly within
authority,

people,

the

learning such as teachers colleges"

at 76.

"'-Common schools'

or

'public

"embrace only the grade schools and high

76
schools."
94,

97

the

Id.

Much

(1869),

'public

that

II,

not

c.

schools],

maintaining

a

Mass.

educate

324,

their

educating
"proclaims
educated."

its
the

II,
'

c.

5,

§

2,

"clearly refer[s]

and solemnly testifies]

and

order,

but

335

(1987),

individual
in Care

5
'

s

2

3

* r

&

Mass
«r~
requires
to

in the towns,'" and

to the

[system of

to their importance in
which shall secure

freedom and elevation of

Protection of

charge

in balancing the rights of parents to

children at home against the State's
young citizens,
State's

103

among other things,

system of popular government,

only peace

Andover

schools and grammar schools

character.'^ More recently,
399

that Part

and the magistrates,

'cherish'

common

in Jenkins v.

the court wrote

legislature

Part

earlier,

we held that Part

interest

II,

in ensuring that

interest in
c.

5,

§ 2,

its citizens are

idSZT^
»

Jenkins v. Andover, 103 Mass. 94 (1869) , concerned the
definition of the term "public schools" in art. 18 of the
Amendments to the Massachusetts Constitution.
The court ruled
that it "included all schools, from those lower than grammar
schools to those commonly known as high schools, established and
maintained in the several cities and towns as part of the general
system of popular education" and that the term was "synonymous
with 'common schools,' in the broadest sense."
Jenkins v.
Andover. supra
at 98.
The Punchard Free School in Andover,
which was under the direction of eight privately appointed
trustees, rather than under the direction of public officials,
was not a "public school."
Id. at 101-103.

\yS

We also described the State interest in educating its;
citizens in the history of State statutes governing education:
"[F]rom the beginning of its history, the Commonwealth has
emphasized the crucial importance in the education of children."
Care & Protection of Charles. 399 Mass. 324, 335 (1987).
The
"great object of these provisions^of the statutes has been that
all children shall be educated," id. at 336, quoting ^r™onwealth
v. Roberts. 159 Mass. 372, 374 (1893).
"The state interest in
this regard lies in ensuring that the children residing within
the State receive an education."
Id.
We held in Care &

77
The defendants place
Mpwburyport,

10 Met.

508

considerable weight on Cushing v.

(1846).

In Cushing.

whether the power of towns to tax themselves
was

the question was
to support schools

limited to the power to raise money to support only the

' number and type of schools which they were required by State
statute

(Rev.

Sts.

[1836]

c.

23,

§§

1-6)

to maintain,

they could tax themselves to support additional

or whether

schools.

The

court held that the statute requiring towns to maintain a
specified number of
schools the

schools merely set a minimum on the

town could maintain,

number of

and that the towns could tax

themselves to support more schools than they were required
maintain.

While the case

interpretation,

the court

involved a matter of

enlightened views

statutory

interpreted the statutes

strong light cast upon them by the just,

"under the

and liberal,

of the founders of our Commonwealth,

state constitution,

c.

5 *

court stated that Part II,

§ 2."
c.

5,

Cushing,
§

2,

to

supra

and
in the

at 511.

"announcefs],

The

in clear and

.7:
energetic terms,

the^object of that constitution to establish

a

free government sustained by an enlightened,

intelligent and

educated people;

far as practicable,

that this should extend,

to all classes of the people;
duty of the

and for this purpose

legislature who make the laws,

who may expound them,

as

it

is made

the

and of the magistrates

to cherish the interests of

literature

eyries sugra at 336-, that a-school committee may.
eduJf,d,enforce on home education "certain reasonable
Private schor!qU"rel”entS SimilaT t0 those ret3uired for public and

78
(among

other means)

towns."

Cushing,

the

court

by public schools and grammar schools

supra

schools

. maintain,

provided,

designed

for general

original).

Cushing
that

to

II,

c.

magistrates"

the

Commonwealth.

of

"strong

supra

5,

§

2,

by statute,

that schools were

required to

"town schools and
(emphasis

does not

logic or the

-olding of
argument

"legislatures

for the education of the children of
the decision that the

towns to raise money for schools beyond
expressly required to maintain as

schools were

the people"

impose a duty on

To the contrary,
the

in

at

in either the

to provide

light,"

free to raise money to

education of all the people"

they were

additional
all

however,

nothing

permitted

those which
the

in this

support the defendant education officials'

and

statutes

Viewed

than they were,

Cushing,

perceive

Part

512.

determined that the towns were

support more

We

at

«...

"designed for the general

long as

education

supports the argument that the Constitution
t

requires
education

Legislature^ and magistrates to provide
of

for the

the people — all the people.

ft
Nor
Appeal

of

are we detained by our decision
Boston.

358

Mass.

94

(1970).

in McNeelv v.
There,

Board of

we held that Part

The court reasoned that "[t]he sum required to be
raisedM by the statute was not "proportioned to the numbers to be
educated," and observed that "it must have been as manifest to
towns as to the legislature, that a provision quite adequate to
the exigencies of one town would be quite inadequate to those of
another."
Cushing v. Newburvport. 10 Met. 508, 519 (1846).
The
statute requiring the towns to maintain schools set the number of
required schools according to the ^number of families in the town,
and the largest town it provided for was one of 500 families, yet
some towns were composed of many more than 500 families.
14- at
518.

Xi,

c.

5,

special

§2,

5

f

§

the Constitution afforded

exemption,

Zoning Code.
c.

of

2,

as

an educational

While we stated

"has

Suffolk University no

institution,

from the

in that case that the Part

never been cited as a constitutional

forbidding or requiring specific

Boston

II,

command

legislative action," id.

at

104,

our holding was

limited to the determination that the section had

no force

zoning controversy before the court.

in the

F.
We have
education

reviewed at great

length the history of public

in Massachusetts so that we might glean an

understanding of the meaning of c.

5,

considered the history of the colony,

§

2.

In doing so,

the province,

we have

the condition

and concepts relating to education underlying the drafting of the
Constitution of the Commonwealth and,
We have examined the

in particular,

intention of the framers,

the structure of thetConstitution,

the

c.

5,

§

language

the ratification process

2.

and
by

!1

the towns

and also the words,

I
of that time,

acts,

and deeds

of contemporaries

.
and,

especially the views,

addresses,

and statutes

'i

of early Governors
light,
and

(magistrates)

and the Legislatures.

In this

we have considered the proper meaning of the words

"cherish"

found in c.

5,

S

2.

What emerges

from this

"duty"
review
.

is that the words are not merely aspirational or hortatory,
obligatory.

.

/

but

What emerges also is that the Commonwealth has a

duty to provide an education for all

its children, .rich and poor,

.
in every city and town of the Commonwealth at the public school*;
level,

and that this duty is designed not only to serve the

8

interests of

the children,

them to participate as
needs and

but,

more fundamentally,

free citizens of a

to prepare

free State to meet the

interests of a republican government,

namely the

Commonwealth of Massachusetts.
This duty
legislative
local

lies squarely on the executive

(Legislatures)

(magistrates)

branches of this Commonwealth.

and
That

control and fiscal support has been placed in greater or

lesser measure through our history on local governments does not
dilute the validity of this conclusion.

While it is clearly

within the power of the Commonwealth to delegate some of the
implementation of the duty to local governments,
not

include a

magistrates

such power does

right to abdicate the obligation imposed on

and Legislatures placed on them by the Constitution.

We now turn to the remaining questions before us.
doing,

In so

we consider briefly the statutory structures pertaining to

the administration of the public schools and to the funding
;

’

schemes presently utilized.
^

,

Ultimately,

we must decide two

'
•

4

additional

fundamental questions.
First, what does the
/<*
constitutional mandate entail?
Second, on this record is that
•

»

mandate being violated?
We shall then conclude by a brief discussion of what
t.

remedies may be appropriate for this court to require.
IV
We turn now to a description of the statutory schemes
1

*

j

pertaining to the present interrelationship of the State and
local governments in regard to education in the public schools.

81

Much of What we shall set forth is a reprise of the long history
of

this Commonwealth,

as we have already described it.

Having

concluded that the duty to educate is an enforceable one which

on the Commonwealth, we describe the administrative and

rests

financial schemes as they presently exist.

This we deem

necessary so we may determine whether the duty we have described
is being violated.
A.
Adminis^*t i ve structure of the Commonwealth' s public

1_
crhnn1

system.

that identify,

The Legislature has enacted a complex of statutes
assign,

and mandate various responsibilities

related to public education.
c.

69;

G.

statutes,

L.

c.

76.

See generally G.

L.

c.

15;

G.

L.

While we do not purport to canvass all the

we note here briefly the broad outlines of the existing

legislation.
The requirement to maintain public schools is assigned to
?

the towns and cities/*of the Commonwealth!
'
'

Every town or city

in

i
4

the Commonwealth is Required to maintain "a sufficient number of
%.

schools for the instruction of all children who may legally
attend a public school therein.1'
G.

l.

c.

71,

§ 4

G.

L.

c.

71,

§

l^^/^See

(requiring towns of 500 householders or more to

maintain a high school,

unless exempted).

Towns and cities must:

"provide and maintain a sufficient number of schoolhouses,
properly furnished and conveniently situated for the

yy

General Laws c. 71, § 1, is a direct descendant of
St. 1789, c. 19, and, that, in turn, was a descendant of the 1647
law that required the towns to maintain schools.
x

w
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accommodation of all children therein entitled to attend the
public

schools."

G.

L.

c.

71,

§

68.

Two or more towns or cities

may join together to form a regional school district to meet
these responsibilities.
"General charge"

See G.

L.

c.

71,

§§

14-15.

of the public schools in each town,

city,

or regional school district is assigned to a locally elected
school

committee

Legislature has
powers
67.
(G.

These
L.

c.

71,

§

G.

L.

c.

71,

§ 37.

The

identified and mandated the specific duties and

of the school committees.

See,

e.g.,

G.

L.

c.

71,

§§ 37-

include the appointment of a superintendent of schools
71,

the district
c.

in each community.

§§
(G.

38).

59,
L.

59A),
c 71,

principals for each of the schools in
§ 59B),

and teachers and aides

In addition to hiring decisions,

committees are charged with compensation,
decisions.

See G.

L.

c.

71,

(G.

L.

the school

tenure,

and removal

§§ 40-42.

To guide and oversee public education in the schools and to
l

set State-wide policy and requirements,
\

the Legislature has

'■ i

created State administrative structures.
(board) ,

The Board of Education

which dates! from 1837>£9// was created to "support,

serve,

and plan general education in the public schools."

c.

§

15,

1G,

first par.

See G.

L.

c.

15,

S IE.

G.

L.

The Legislature
r■

has charged the board with a range of broad planning,

support and

coordination responsibilitieseducation standard setting

See St.

1837,

c.

241.

\§y

see G. L. c. 15, § 1G, as amended through St. 1992,_
c. 414
S 1.
The board "shall provide centralized. State v1®'
long-range planning service for public schools" (fourth par.;,
r

j
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OT

duties,
numerous

^

duties

other

regarding

powers

and

State

aid

to

schools,

responsibilities

which

and
are

specified

in

and "may provide such necessary services to local public schools
as are beyond their capacity to support separately (third par.).
The board "shall be a communication and information center
serving all public schools" (second par.); "shall provide a
common center for the development, evaluation, and adaptation of
educational innovations for public schools" (fifth par.); and
shall "delineate and locate such other supporting services so as
to improve the operation of all public schools and the quality of
their educational programs" (ninth par.).
The board "may collect
and maintain information from any public school system" (twentyninth par.), and it "shall see to it that all school committees
comply with all laws relating to the operation of the public
schools" and "in the event of noncompliance the commissioner of
education shall refer all such cases to the attorney general of
the commonwealth for appropriate action to obtain compliance."
G.

L.

c.

15,

§

1G,

twenty-fifth.

The board is required by G. L. c. 15, § 1G, to establish
the minimum length of a school day and the minimum number of
school days in a schoc. year (tenth par.); the "maximum pupilteacher ratios for classes in public elementary and secondary
schools" (twelfth par.); the
"permissible and mandatory ages for
school attendance" (thirteenth par.); the "minimum educational
standards for all courses which public schools require their
students to take'1 (fourteenth par.); and the "minimum standards
for all public school buildings" (fifteenth par.).
The board is
charged with setting criteria for a minimum State standard for
school districts (tweftty-second par.); developing education plans
to meet State needs (board is the planning and approving
authority for Federalii education programs in the Commonwealth)
(twenty-fourth par.);?: establishing guidelines and standards for
the development of school budgets (eighth par.); approving "the
educational standards for appointments for professional personnel
in the public schools" (eleventh par.); and promulgating
regulations "which establish the principles to be used by school
committees for the evaluation of teachers and administrators"
(thirty-seventh par.).
See also Board of Educ. v. School Comm. ~
of Quincyr ante 240, 246 & n.7 (1993).
board is required under G. L. c. 15, S 1G, to
evaluate annually the efficacy of the State aid formula and
recommend changes as necessary (twentieth par.) and it is
authorized to "withhold state and federal funds from school
committees which fail to comply with the provisions of law
! *
relative to the operation of public schools or any regulation of
said board authorized" in G. L. c. 15, S 1G (twenty-first par.).
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provisions

throughout,

c.

72,

7 IB,

c.

The
which
c.

under

§

l),

and

secondary

as

by

charged
and

the

development,

and

G.

educational

also

the

purpose

is

G.

the

others,

promote

and

71,

c.

71A

§

the

The

and

The

related

15,

§

advisory

The

executive

69,

the

l

Commissioner has

1.

areas

personnel,

c.

chief

in whole

§

(G.

Education.

elementary

education,

L.

Education

board

of

and

of

supported

in

and
and

for

IF.

c.

divisions

an

of

secretary

work
L.

G.

Department

or

board

of

services,

IF,

is

curriculum

research

special

and

State

and

education,

first par.

council

in

on

The

education;

"to

recommend

policies

designed

to

i

performance

among

c.

*

commonwealth."
duty,

G.

created

l

improve

15,

Commissioner

15,

c.

occupational

■

c.

control

L.

personnel.

has

a

officer

facilities

**

L.

State

administration

school

council's

the

educational

assistance,

Legislature
the

board's

the

establishing

instruction,

Federal

as

commonwealth."

with

and

by

chief

all

G.

created

headed

education.
of

also

supervision

is

the

alia,

76.N^/
has

serves

"supervision
part

the

and

Commissioner
officer

c.

Legislature

is

15,

and

inter

L.

of

c.

facilitate

all

15,
to

§

public
1H.

education

The

"recommend

coordination,

council

such

systems
is

in

the

charged with

policies

effectiveness

as
and

will
efficiency
*.

in

the

operation

commonwealth."

_

include,

and

and

of

38G.

public

education

systems

in

the

Id.

provisional

§

all

_

N^These
a

of

range

for

permanent
other

example,

the

certificates

authority

to

to

teachers,

education professionals.

G.

L.

grant ;

principa
c.

7

,

...
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In addition to
responsibilities

identifying,

and mandating

related to public education,

itself addressed numerous
Thus,

assigning,

for example,

G.

L.

iculum requirements

the Legislature has

issues concerning public education.
c.

71,

SS 1 and 2, mandate basic

in the schools

L.

c.

76,

contains compulsory school attendance requirements;
addresses transitional bilingual education;
special
G.

L.

c.

education programs
74

G.

L.

§

G.

c.

for children with special

1,

L.

c.

71A

71B concerns
needs;

and

addresses vocational education.

As this

brief sketch of the statutes demonstrates,

the

Legislature has recognized its constitutional duty to provide
the education of the populace.
done

is

course,
of

Whether what the Legislature has

sufficient to fulfil that constitutional duty
another matter.

We recognize,

however,

implementation of such a duty are best left,

initially,

for

to the executive and to the

is,

of

that the details
at

least

legislative branches

of

<

government.

Thus,
\

it^is generally within the domain of the
' i
'

4

"legislatures and magistrates" to determine how they will

fulfil

$
Schools "shall give instruction and training in
orthography, reading, writing, the English language and grammar,
geography, arithmetic, drawing, music, the history and
constitution of the United States, the duties of citizenship,
health education, physical education, and good behavior."
G. L7
c* 71/ § 1.
In addition, "[i]n all public elementary and high
schools American history and civics, including the constitution
of the United States, the declaration of independence and the
bill of rights, and in all public schools the constitution of the
commonwealth and local history and government, shall be taught as
required subjects for the purpose of promoting civic service and
a greater knowledge thereof, and of' fitting the pupils, morally %
and intellectually, for the duties of citizenship."
G. L. c. 71,
§ 2.
see also G. L. c. 71, § 30.

.
■ *

/

their duty under Part II,
they may,

as they have done,

education to the
times,

c.

however,

5,

§

2.

In fulfilment of their duty

assign some responsibilities for

local communities of the Commonwealth.

At all

the ultimate responsibility for educating the

public belongs to the "legislatures and magistrates."
mandate of the Constitution is not met,

if the

or if a statutory

structure which worked at one time no longer works,

the

responsibility for the failure to educate falls squarely on the
Commonwealth,

specifically the "legislatures and magistrates."

They may delegate,

but they may not abdicate,

constitutional duty.

their

"Without in any way attempting to invade

the rightful province of the Legislature to conduct its own
business,
U.S.

we have the duty,

(1 Cranch)

137,

178

certainly since Marburv v.

(1803),

Madison.

5

to adjudicate a claim that a law

and the actions undertaken pursuant to that law conflict with

[or

fall

in

short of]

the requirements of the Constitution.

'This,'

<

the words of Mr.

Chief Justice Marshall,

'is of the very essence

r

\

of

judicial duty.'" ' Colo v.

550,
Mass.

553

(1979).

629,

642

Commonwealth.

$
See

Moe v.

(1981).
320 Mass.

Treasurer & Receiver Gen.,
Secretary of Admin.

See also Bowe v.
230,

244

378 Mass.

& Fin.,

382

Secretary of the

(1946).
*■

2.

The public school funding scheme.

constituted,
sources:

As presently

funding for the public schools comes from three

local monies,

State monies,

and Federal monies.

Federa

monies account for only four-to five per cent of the total
expenditures,

and are generally targeted for specific program

87
Local monies are monies assessed,
The main source of
General Laws c.

collected,

and used

locally.

local funds is the local property tax.

71,

§

34,

provides that "[e]very city and town

shall annually provide an amount of money sufficient for the
support of the public schools as required by
however,

[c.

71],

provided,

that no city or town shall be required to provide more

money for the support of the public schools than is appropriated
by vote of the legislative body of the city or town.
each town or city,

the school committee prepares an annual budget

request for the schools,
then votes on,

'^in

which the local appropriating authority

along with requests to appropriate funds for a

wide variety of municipal services such as police and fire
protection and public health.
G.

L.

c.

44,

§ 31A

See generally regarding cities

(submission to mayor);

G.

L.

c.

44,

§ 32

(submission from mayor to city council and vote by city council) ;
regarding towns G.
advisory,

L.

c. -41,

§ 59

k

or finance-committee) ;

(submission to appropriation,
G.

L.

c.

41,

§

60;

G.

L.

c.

39,

'V

§ 16

(town budget prepared and made available to town
v

, ♦'

inhabitants);

G.

L.

c.

40,

§ 5

(town meeting vote on town

budget).
The setting of local property tax rates is a complex process
involving both local and State officials.

See generally Andrade

The proviso to S 34 was inserted by the initiative and
referendum petition known as Proposition 2 1/2, St. 1980, c. 580
S 7.
See generally Massachusetts^Teachers Ass'n v. Secretarv of
the Commonwealth, 384 Mass. 209 (1981).
By the addition of this
proviso, Proposition 2 1/2 abolished the fiscal autonomy of
school committees.
See id. at 216.

88
v-

City Council

Local

406 Mass.

337,

340-341

(1989)

tax rates must be approved by the Commissioner of Revenue

and no
L.

of Gloucester,

c.

local
59,

by the

rate

§§

2ID and 23.

General Laws c.

59,

is obtained,
§

21C

initiative proposal known as "Proposition 2

the amount of
given

is fixed until such approval

(b) ,

g

inserted

1/2,"

limits

local taxes which any city or town may assess in a

fiscal year to two and one-half per cent of the full and

fair cash valuation of the real and personal property in such
city or town.
Commonwealth.

Massachusetts Teachers Ass'n v.
384 Mass.

209,

215

(1981).

Secretary of the

While the local

appropriating authority may seek voter approval to appropriate
specified amounts above the two and one-half per cent limit for
specified purposes,

a two-thirds vote of the voters at a general

election is required for such an "override."
§

21C;

Massachusetts Teachers Ass'n v.

Commonwealth.

supra at 216.

See G.

L.

c.

59,

Secretary of the

The Commissioner of Revenue is

i

responsible

for determining the total

limit on local taxes for

each of the Commonwealth's towns and cities,

and may not approve

a tax rate for any city or town which would "allow the amount of
property taxes
c.

59,

§

levied to exceed the limit"

on local taxes.

G.

L.

2ID.

The second source of funds for public schools is "State
aid."

General Laws c.

70 specifies a formula for determining the

amount of State aid to be granted annually to each town or city
J

(§§

2-6)

and states that the "purpose of the financial assistance

provided by this chapter shall be to promote the equalization of

89
educational

opportunity

commonwealth,

in the public schools

of the

to reduce the reliance upon the local property tax

in financing public schools,

and to promote the equalization of

the burden of the cost of school support to the respective
cities,

towns,

regional school districts and independent

vocational schools.«
stipulated,

however,

G.

L.

c.

70,

S 1.

that since 1984,

The parties have

State aid to schools has

not been determined according to the c.

70 formula,

but

instead

through the annual appropriations process
In addition to the annual appropriation of State aid
-- even though it is no longer determined according to c.
is termed "Chapter 70 Aid" and "Additional Assistance"),

(which
70 —
some

municipalities receive additional State monies through the equal
educational opportunity grant program.

See G.

L.

c.

70aN^x^'

"The purpose of the equal educational opportunity grant

.

.

to accelerate the achievement of the objectives set forth in

.

is
[G.

i
V

L.

c.

70,

§

1]

.
«

.

,

. S"
'

G.

L.

c.

70A,

§

1.

Under G.

L.

c.

7 0A,

4

!.

as enacted,

grants ape to be awarded to towns and cities whose

^See the following appropriations acts:
St. 1984, c. 234,
§ 3 (overriding c. 70 formula by specifying cap on each
municipality's c. 70 aid); St. 1985, c. 140, § 3 (same);
St. 1986, c. 206, s 3 (same); St. 1987, c. 199, § 3 (stating
that, for fiscal year 1988, notwithstanding the provisions of any
general or special law to the contrary, the amounts as specified
in § 3, to be distributed under line item 7061-0008 as school
aid, are in full satisfaction of amounts due under G. L. c. 70,
§§ 3, 6, 7); St. 1988, C. 164, § 3 (same); St. 1989, C. 240, § 3
(same); st. 1990, c. 150, § 3 (same); and St. 1991, c. 138, § 3
(same).
General Laws c. 70A derives from St. 1985, c. 188 ("An
Act improving the public schools of the Commonwealth"), which
also provided for a variety of other specific State grants.

,

/

90
total

direct service expenditures expenditures on schools

(combining

local and State funds)

are

less than eighty-five per

cent of the State average of such expenditures
all the towns and cities of the Commonwealth) .
§§

3-5.

For six years,

starting in 1985,

(the average of
See G.

L.

c.

7oa

such towns and cities

were to be awarded one-sixth of the difference between the
eighty-five per cent figure and their actual expenditure.
The parties have stipulated that in fiscal year 1991,
(including both

in
St.

1992,

1991,

was reduced by four per cent,

and in fiscal

the same was reduced by twenty per cent.

fiscal year
c.

local aid

"Chapter 70 Aid" and the equal educational

opportunity grants)
year

id.

1992,

In addition,

emergency funding legislation was enacted.

493.
B.

The defendants argue before us that,

if one looks to the

administrative and financing schemes now in effect,

that one must

v ,

conclude,

even

if a constitutional duty is found,
'

that the

'X

defendants are meeting their constitutional mandate.
We
•f.
disagree.
The essential facts are not in dispute and we are
entitled to draw our own proper inferences from them.

We need

not conclude that equal expenditure per pupil is mandated or
required,

although it is clear that financial disparities exist

in regard to education in the various communities.
clear,

however,

that fiscal support,

It is also

or the lack of it,

has a

significant impact on the quality^of education each child may
receive.

_

Additionally,

the record shows clearly that,
i
• *

>

-/

•-

while the
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present statutory and
educational

financial schemes purport to provide equal

opportunity

rich or poor,
communities

in the public schools

for every child,

the reality is that children in the less affluent

(or in the

less affluent parts of them)

are not

receiving their constitutional entitlement of education as
intended and mandated by the framers of the Constitution.
For this conclusion,
parties'

we need look no further than the

stipulations and the record appendix to conclude that

the Commonwealth has failed to meet its constitutional
obligation.

In these documents,

stipulations,

reports,

which include extensive

and affidavits of education professionals

(some of them defendants or former defendants in this case),

we

find statement after statement recounting the Commonwealth's
failure to educate the children in the plaintiffs'

schools and

those they typify.

The Commonwealth has not directed us to,

have we discovered,

any statements in the record tending to show

otherwise.

nor

We briefly review the relevant portions of the

record.
ft

In their 1991 Report of the Committee on Distressed School
Systems and School Reform,

the defendant members of the board

speak of a "state of emergency due to grossly inadequate
financial support,” and admit that ”[c]ertain classrooms simply
warehouse children at this time,

with no effective education

We have recited these relevant facts,
and hence more briefly restate them here.

Jt,

\

supra at
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being

provided.'^^Arguably,

this admission,

by

itself

suffices to establish the constitutional violations,
more.
(and

Harold Raynolds,
a

former defendant)

communities

Jr.,

but there is

the former Commissioner of Education

has stated that "[i]n many of the

in Massachusetts,

particularly less affluent

communities such as the ones in which the plaintiffs attend
school,
before

Massachusetts
—

to achieve

is

failing - and failing more than ever

[the]

goal

[of providing every child with an

opportunity

for success

Director of

the Massachusetts Association of School

Superintendents,

in learning]."

Peter Finn,

the Executive

affirms that »[i]t is also clear that the

education now offered in many of the poor communities,

including

the communities

is

in which the plaintiffs attend school,

inadequate."
The parties have stipulated to the opinions of the
superintendents of four of the plaintiffs'
<

t
'

districts,

which

|

describe

in some detail the Commonwealth's failure to educate the

children

in

the

those districts.

conditions

The parties have stipulated that

in these schools are ’'typical1' of the schools in

the other twelve communities in which plaintiffs attend school.
The superintendent in Brockton is of the opinion that "the
Brockton Public Schools are unable to provide the programs,
services and personnel that are necessary to meet the needs of

The board's report appears to draw its information from
a number of schools in the Commonwealth, including at least three
districts (Brockton, Holyoke, Lawrence) in which some plaintiffs
attend school.
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.

students";

students

that

to read";

studies programs

"Brockton
that

is not adequately teaching

"shortcomings

its

in the history and social

in the Brockton public schools

.

.

.

have

severely undercut the system's capacity to educate its students
to understand the society in which they live and to help students
become enlightened participants in the democratic process as they
become adults."
The superintendent of the Leicester public schools states
that "the Leicester public school system does not provide an
adequate education to its students";
third,

fourth,

that class sizes

and fifth grades in Leicester are "too

provide the amount of

in the
large to

individual attention and instruction needed

by elementary students";

that guidance services

in the schools

"are inadequate and seriously jeopardize the future of
[Leicester's]

students";

that administrative support and

management are "inadequate";

and that "most of the Leicester

L,t
,

schools are in a terrible condition and that the high school

is

!
Uan extremely unsafe building."
V

The superintendent of the Lowell public schools states that
class sizes in Lowell are "too large for teachers to be effective
with elementary level students";

that the "low level of guidance
, r.

offered in the Lowell public schools is inadequate to meet the
needs of even an average suburban system,
needs of a system such as Lowell,

let alone the extreme

with its unusually diverse

Population and large percentage of^ at-risk students."
*

\

•

.

•

•

• V* *•

94
Lastly,

the parties stipulated that the superintendent of

the Winchendon public schools
"tends
that

to end up with

"there

is of the opinion that Winchendon

inexperienced and poor quality teachers";

are not enough offerings

"the science

for advanced students"; that

facilities are also poor,

and the middle school

the textbooks are outdated

labs antiquated'* and that "Winchendon is

unable to provide an adequate science education for today's world
to

its

students."

The

parties have stipulated that students

in the plaintiffs'

districts are offered "significantly fewer educational
opportunities and
schools

in the

lower educational quality than"

students in the

"comparison" districts of Brookline,

Concord,

and

Wellesley.

The stipulations outline specific deficiencies in the

plaintiffs'

schools,

staff;

such as:

large classes;

reductions

in

inadequate teaching of basic subjects including reading,

writing,

science,

social studies,

mathematics,

computers,

and

<

other areas;

neglected libraries;

inability to attract and retain

t
i

high quality teacher?;
^jj^-j^iculuin development;

lack of teacher training;

lack of predictable funding/

administrative reductions;
In contrast,

lack of

and inadequate guidance counseling.

the comparison districts are able to offer

"significantly greater educational opportunities,"
multi-faceted reading programs;
resources;

including:

extensive writing programs and

thorough computer instruction;

active curriculum

development and review ensuring comprehensive and up-to-date
curriculum;

extensive teacher training and development;

v

s
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comprehensive student services;
visual and performing arts.

and a wide variety of courses

In short,

the record

in

indicates that

these districts are able to educate their children.
It is clear that c.
educate all

its children.

5,

S 2,

The bleak portrait of the plaintiffs'

schools and those they typify,
defendants'

obligates the Commonwealth to

painted in large part by the

own statements and about which no lack of consensus

has been shown,

leads us to conclude that the Commonwealth has

failed to fulfil its obligation.

Our conclusion that the Commonwealth is in violation of
its constitutional duty to educate our children is not the first
decision of its kind.
The highest courts of some of our sister
States have declared their educational systems to violate the
education clauses, the equal protection provisions, or both
clauses, of their Constitutions:
Dupree v. Alma Sch. Dist. No.
30 of Crawford County. 279 Ark. 340 (1983); Serrano v. Priest.
18 Cal. 3d 728 (1976), cert, denied, 432 U.S. 907 (1977); Horton
v. Meskill, 172 Conn. 615 (1977); Rose v. Council for Better
i—Inc.,
790 S.W.2d 186 (Ky. 1989); Helena Elementary Sch.
^-st • v« State. 23 6 .Mont". 44 (1989); Abbott v. Burke. 119 N.J.
287 (1990); Robinsori v. Cahill. 62 N.J. 473 (1973); Edaewood
Indep. Sch. Dist. v;tKirby. 777 S.W.2d 391 (Tex. 1989); Seattle
Sch. Dist. No. 1. v4 State, 90 Wash. 2d 476 (1978); Washakie
County Sch. Dist. vff Herschler. 606 P.2d 310 (Wyo.), cert, denied
sub nom. Hot Springs County Sch. Dist. No. l v. Washakie.Countv
—-—^St:—Np,^—1, 449 U.S. 824 (1980) .
While we do not undertake
a comprehensive review of these cases, we note that several
ecisions relied on constitutional language and history less
P lcit than ours.
See, e.g., Robinson, supra: Rose. supra.
eddfcisions of State Supreme Courts that have upheld their
Shnftl??al s*stems gainst constitutional challenges,
see, e.g.
V
flolUns, H0 Ariz. 88 (1973); Knowles u. Sta^ Bd* '
Sue-iic
Kan. 271 (1976); flopnbeck v. Somerset County Bd. of
,285 Md- 597 <1983); HilliKen v; sessd, 390 Mich. 389
Nvon-ili Bgard of Educ., Levittown Union Free Sch. Dist. v.
N,Y*2d 27 (19S2), appeal dismissed, 459 U.S. 1138, v. Wai^!83)i Board of Educ. of the City Sch. Dist. of Cincinnati
U5~Fi97q(
' s/9)»'

°hio St’ 2d 368 (1979)/'
Kukor v. Grover. 148 Wis.

w

Panson v. Casey.
2d 469 (1989).

484 Pa.

96
C.
Th<
ie crux of

the Commonwealth's duty lies

to educate all of
of
'

some of

its children.

our sister States,

in its obliga¬

As has been done by the courts

we shall articulate broad

guidelines and assume that the Commonwealth will fulfil its dut
to remedy the constitutional violations that we have identified
The guidelines set forth by the Supreme Court of Kentucky fairly
reflect

our view of the matter and are consistent with the

judicial pronouncements
child must possess
(i)

found in other decisions.

An educated

"at least the seven following capabilities:

sufficient oral and written communication skills to enable

students

to

function in a complex and rapidly changing

civilization;
political
(iii)

(ii)

sufficient knowledge of economic,

social,

and

systems to enable students to make informed choices;

sufficient understanding of governmental processes to

enable the student to understand the issues that affect his or
,

.

i

her community,

state,/ and nation;
‘

(iv)

sufficient sel£

4

V

and knowledge of his ;pr her mental and physical weliness,

(v)

sufficient grounding in the arts to enable each student to
appreciate his or her cultural and historical heritage;

(vi)

sufficient training or preparation for advanced training in
either academic or vocational fields so as to enable each child
to choose and pursue life work intelligently; and

(vii)

sufficient level of academic or vocational skills to'enable
t

public school
counterparts

students to compete favorably with their
in surrounding states,

in academics or in the job

S'

97
Rose

market. "

212

(Ky.

v.

Council

for

Better

Educ.,

Inc. ,

790

S.W.2d

186,

1989)

These guidelines accord with our Constitution's emphasis on
educating our children to become
commonwealth may rely to meet

interests.
Education,

As Horace Mann,

free citizens

on whom

the

its needs and to

further

its

the

first secretary of

stated many years ago:

"In regard

the

to the

Board

of

application

The precise nature of the remedy prescribed by the
courts of our sister States that have declared their educational
systems unconstitutional varied with the facts presented and the
relevant constitutional provisions.
Ultimately, however, these
courts left the task of defining the specifics of their State's
educational systems to their legislative and administrative
bodies.
For example, the Supreme Court of Washington declared
specific portions of that State's education funding scheme
unconstitutional and went on to declare broad guidelines with
respect to the nature of the State's constitutional duty to
educate children.
Nonetheless, the Washington court made clear
that the legislative branch had the responsibility to "define and
give substantive content" to education.
See Seattle Sch. Dist.
HP• 1 / supra.
Similarly, the Supreme Court of Texas held that
that State's Constitution "does not allow concentrations of
resources in property-rich school districts that are taxing low
when property-poor districts that are taxing high cannot generate
sufficient revenues to meet even minimum standards [of
education] .....
j^D]istricts roust have substantially equal
access to similar revenues per pupil at similar levels of tax
fort
gd_qewood Indep. Sch. Dist.. supra at 397.
In spite of
-5elatively sPecific holding, the Texas court declared that
it did not "instruct the legislature as to the specifics of the
legislation it should enact; nor do we order it to raise taxes.
•ie91slature has primary responsibility to decide how best to
efficient system.
We decide only the nature of the
_
s ^ utional mandate and whether that mandate has been met."
IP* * at 399.
tho nAs dld these Courts,

we have declared today the nature

of

to educate its children.
We have
co«Hf?.the current state of affairs falls short.-of the
conriT?nwealth's duty

Coffl^nr,5Ut^wal.Inandate'
We shall presume at this time that the
defin?^
Wl11.fulfil its responsibility with respect to
conqf
sPec^fics and the appropriate means to provide the
1^u^1°nally-required education.
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of

this

extent

principle
of

the

expense,

be

the

such

a

less

and

as

juror;

social

be provided

as

is

affairs;

is

teaches

indispensable

as

of

necessary
and

the

inheritor of

republic."
Annual

at the

to the
public

fairly exist,

but under our republican
this education can

the

individual

for the

the great

laws of

fulfilment of parental

for the civil

functions of a witness

for the voter

in municipal

as

is requisite

for the

and in
faithful

those duties which devolve

portion of the sovereignty of this great

The Massachusetts System of Common Schools:

Report

of

uncje

sufficient to qualify each citizen

finally,

a

in regard

for all,

opinion may

conscientious discharge of all

upon

is,

duties he will be called to discharge;~

as qualifies

is

- that

clear that the minimum of

than such as

health;

national
and

to

law,

organizations;

seems

education

duties;
or

it

civil

an

bodily

education

political

government,

for

natural

some differences

different

never

of

the Massachusetts Board of Education

17

Tenth
(1849).

f

The
places
our

content of

on

the

society.

interpreted
it will
may

be

even

State.

90

the duty to educate which the Constitution

%

Commonwealth necessarily will evolve together with
Our Constitution,

and

its education clause,

"in accordance with the demands of modern society or
in constant danger of becoming atrophied and,

lose

its

Wash.

2d

original meaning."
476,

516

(1978).

Seattle Sch.

Dist.

Justice Holmes aptly

f

captured

must

this principle of constitutional

jurisprudence:

"[W]hen we are dealing with words that also
are a constituent act, like the Constitution
of the United States, we must realize that
they have called into life a being the

in fact,
No.l v.

99
development of which could not have been
foreseen completely by the most gifted of its
begetters.
It was enough for them to realize
or to hope that they had created an organism;
it has taken a century and has cost their
successors much sweat and blood to prove that
they created a nation.
The case before us
must be considered in the light of our whole
experience and not merely in that of what was
said a hundred years ago.*'
Missouri v.
Thus,

Holland,

252 U.S.

416,

443

(1920).

we leave it to the magistrates and the Legislatures to

define the precise nature of the task which they face

in

fulfilling their constitutional duty to educate our children
today,

and in the future.
V

These cases are remanded to the county court for entry of a
judgment declaring that the provisions of Part II,

c.

5,

§

2,

of

the Massachusetts Constitution impose an enforceable duty on the
magistrates and Legislatures of this Commonwealth to provide
education in the public schools for the children there enrolled
Vi

*

whether they be> rich or poor and without regard to the

fiscal

%

capacity of the community or district in which such children
live.

it shall be declared also that the constitutional duty is

n°t being currently fulfilled by the Commonwealth.
"hue local governments may be required,
Public schools,

in part,

Additionally,
to support

it is the responsibility of the Commonwealth to

take such steps as may be required in each instance effectively
° deviSe a plan and sources of funds sufficient to' meet the
"stitutional mandate.

No present statutory enactment

Glared unconstitutional,

but the single justice may,
V

•

**

*.T*
- ✓

is to be'
in his or

100
her discretion ,
a

retain

reasonable t ime,

jurisdiction to determine whether,

appropriate

within

legislative action has been taken
So ordered.

O'CONNOR/

J.

(concurring

in part) .

I

with the court that "the Commonwealth has a duty to provide

agree

an education for all
and

in part and dissenting

its children,

rich and poor,

town of the Commonwealth at the public school

in every city
level,

and that

this duty is designed not only to serve the interests of the
children,

but,

more fundamentally,

to prepare them to participate

as free citizens of a free State to meet the needs and
of a republican government,
Massachusetts"

interests

namely the Commonwealth of

(emphasis in original).

Ante at

.

I also

agree that an educational program that is reasonably calculated
to provide the children of the Commonwealth with the capabilities
set forth in the Supreme Court of Kentucky's guidelines
Council for Better Educ.,

Inc.,

790 S.W.2d 186,

would satisfy the constitutional mandate.
not agree,

however,

212

[Ky.

(Rose v.
1989]),

Ante at

I

do

that the record establishes that the
<

l

Commonwealth has failed to provide public education in keeping
*' t

V

with those guidelines.'

Therefore,

I do not agree that the

k
plaintiffs have proved that the defendants have violated the plaintiffs'

constitutional entitlement to an education.

In support of its conclusion that children in the
Commonwealth's less affluent communities or parts of communities
a^e not receiving the education to which they are
constitutionally entitled,
.than the parties'
^

*

Specifically,

the court states that it "need look no
stipulations and the record appendix."
the court appears to rely on a 1991

rePort of the Board of Education,

ante at
V

,

a 1991 report of

2
the

Massachusetts

affidavit
the

of

of

Massachusetts

Teachers

of

Peter

Rosanne Bacon,

Association,

court

the

superintendents
.

relies

The

reports

in

forth

the

opinions

court

notes

of

a

on

support,"

joint
of

of

.

of

ante
of

u

/

the

Education

the

Superintendents,

and the

the Massachusetts

In addition,

stipulation

*+

it appears that

"to the opinions of

the plaintiffs'

districts."

identified by the

Ante

court are

filed by the parties and they set

various

individuals.

Board of

School

For

example,

Education Report of

Systems and

emergency due to grossly
states that

.

.

affidavits

1991

Commissioner

former president of

appendix

Distressed

and
.

four

and

that the

"state

children

a

School

ante at

of

Education,

executive director of

on the parties*

contained

Committee

Finn,

for

former

Association of

the

at

Alliance

Harold Raya^ds,

affidavit

'affidavit

Business

the

the

School Reform,

inadequate

"[cjertain classrooms

speaks

financial

simply warehouse

with no effective education being provided."

Ante

v f

at

.

The

Raynolds,

Jr.,

court 4lso points to the affidavits of Harold
and Peier Finn expressing the affiants'

view that

y

education
In
their

in many poor communities

is

inadequate.

deciding whether the plaintiffs have established that

constitutional

rights have been violated,

important to understand that
aforementioned reports

(1)

it

is critically

the opinions contained

in the

and affidavits do not purport to employ
<

the

Supreme

Court of Kentucky guidelines

(Pose,

supea)

or any

**

other

*

articulable

parties

have

not

standards

of educational

adequacy,

and

(2)

the

stipulated to the truth of any assertion or to

X.

1.

3
the validity
The mere

of

any opinion stated

inclusion

establishes

of

in the

those documents

reports

in a

and

jointly

affidavits.

filed

appendix

nothing.

In addition to the aforementioned reports
the court

focuses on the opinions of

schools.

Ante at

and affidavits,

four superintendents

The court states that

of

"[t]he parties

have stipulated to the opinions of the superintendents of four of
the plaintiffs' districts, which describe in some detail the
Commonwealth's failure to educate the children in those
districts."

The court's opinion sets

Ante at

portions

of

those opinions.

opinions

is

fairly

The tenor of the

illustrated by the

forth relevant

superintendents'

stated views

superintendent of the Brockton public schools

of

that

"the Brockton

Public Schools are unable to provide the programs,
personnel that are necessary to meet the needs
and "Brockton

is not adequately teaching its

of

the

services and
its

students

students,"
to read."

i

Ante at

.

Justus
\

it is

important to understand that the

' j

•

z?

parties have not stipulated to the merit or validity of the
%

*

opinions

expressed

joint appendix,
the parties

it

in the reports and affidavits

included

is also important to understand that,

"have stipulated to the opinions

in the
although

of the
i _

superintendents of
court says,

ante at

four of the plaintiffs'
,

districts,"

they have done so only

as

in the sense that

have agreed that the stated opinions are indeed the
superintendents'

0 render them.

the

opinions and the-^superintendents

four

are competent

The parties have not stipulated to the merit or

./

4
correctness of
stipulation,
consensus

the opinions.

On the contrary,

in a supplemental

the parties have expressly agreed that

"there

is no

among education experts as to what constitutes an

adequate education."

Therefore,

whether standing alone or in

conjunction with the reports and affidavits discussed by the
court,

the superintendents'

opinions do not establish any

constitutional violations.
The
students

court states:

in the plaintiffs'

fewer educational
than'

students

Concord,

"The parties have stipulated that

reductions

in the

'comparison'

in staff;

computers,

districts of Brookline,

The stipulations outline specific

in the plaintiffs'

including reading,

'significantly

opportunities and .lower educational quality

and Wellesley.

deficiencies

districts are offered

schools,

such as:

large classes;

inadequate teaching of basic subjects

writing,

and other, areas;

science,

social studies,

neglected libraries;

mathematics,

inability to

k.,i
attract and retain high quality teachers;

lack of teacher

training;

lack of predictable

funding;

lack of curriculum development;
administrative reductions;

counseling.”

Ante at

.

If that passage is

that the parties have agreed that,
basic subjects such as reading,
mathematics,
teaching

and inadequate guidance
intended to say

in the plaintiffs'

writing,

science,

and others are "inadequately" taught,

schools,_

social studies,
or that the

in those subjects does not comply with the supreme

of Kentucky guidelines or similar standards,
disagree with the court.

I respectful y

The parties have not stipulated
X

X

J'

5
those facts.

Those

no constitutional

facts have not been established,

and

Therefore,

is of

significance that more educational

opportunities are provided in wealthy communities than
ones.

it

in poor

I am unwilling to join the court insofar as it

declares that the defendants or the Commonwealth have failed to
fulfil th~ ir constitutional obligations.
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f U«ers from Robert V. Antonucci.The MA
Commissioner of Education

.
,

Memo from Dan French
Notices to the Framework Committees

.

Agendas and Membership of the Original
Framework Committee

.

Utters to the Massachusetts Board of
Education During the Public Comment
Period in Response to the Framework in
History and Social Science and Interview
With Eleanor, a Member of the Original
Framework Committee

Margaret Harris
September, 2003
v
The Experiences of High School Teachers
in Massachusetts with The History and Social
Science Curriculum
Department of Education

The Commonwealth of Massachusetts
k f

Department of Education
350 Main Street, MiMcn, Massachusetts 02148-5023

•

(617)388-3300

V. Aatoaucci
l^gmussioacr

MEMORANDUM

Superintendents,

TO:

Principals,

Curriculum

Coordinators,

Department Heads, Directors of Professional Associations,
School

Committee

Chairs,

School

Councils,

Deans

of

Education

/

/ / „ , .

FROM

Robert V.

DATE

SeptenTber—TIT;

199 4

SUBJECT:

Update

Curriculum

The

process

of

on

the

creating

major disciplines,
underway.

Antonucci,

These

Commissioner

0ir

Frameworks

first-time

Development

curriculum

frameworks

as mandated by the Education Reform Act,

frameworks will

outline

Process

the key concepts,

in

the

is well
themes,

and issues that students should know and be able to do at different
grade

span

levels:

PreK-4,

5-8,

9-10,

and

11-12.

The

will also contain specific content standards at grades
ten,

and twelve that describe what students

to do.

should know and

for the new state assessment program.

Core

education

of

in

Learning

which

Massachusetts,

sets

this

the

will

be

the

in Massachusetts

articulated

knowledge

and

common
that

Currently,
developed:
^nd

eight,
be able

body

all

of

students

will

be

to

Together with .the

broad

history of public education
access

four,

These content standards will be used to develop performance

standards
Common

frameworks

goals
first

for7
time

public
in

that there will

which

expected

all

to

the

be

students

an

have

understand.

there are seven curriculum frameworks that are being
mathematics, science and technology, English, history

social

studies,

evelopment

of

the

arts,

foreign

frameworks

for

languages,

and

mathematics

health.

The

and

science
and
^echnology began in the summer of 1993 because of the state'
state's State
ystemic
Initiative,
funded
in
part
by
the
National
Science

Foundation
currently
/The F
JIan

and

the

U.S.

Department

of

Education.

These

are

°n sc^Gdule to be completed and approved by March,- 1995.
history and social studies, arts, health, and foreign^

schedd^eS ^ramewor^s ^started
in the
V
e u e to be completed and approved

Each CUrr•
.
commit
ricuiuni

framework
comprised
of

arim.
• eG/
<-*um 1 n i s t ra trPnv.
'-°rs/

rePresentativec

college
from

winter of
1994
by July, 1995.

and

are

on

is
being
created
by
a
development
20-24
members
including
teachers,
faculty,

cultural

parents,

institutions

and

students,
business

and
Each

I

I

committee is facilitated and supported by a writer and DOE staff
team.
Deputy Commissioner
David Driscoll
is overseeing the
development
of
the—mathematics
and
science
and
technology
frameworks,
and Dan French,
Administrator of
Instruction and
Curriculum Service^—is responsible for the development of the
frameworks in English, history and social studies, arts, foreign
languages, and health.
A first draft will be available for the Board of Education in
January, 1995.
Each developing framework will undergo a rigorous
process of review and revision prior to final approval.
This
review process will include regional forums, focus groups, external
expert review committees, and an internal review committee.
A
technical editor will work closely with each of the writers to
ensure consistency of language and voice.
Once approved, the
frameworks will be widely disseminated during the 1995-1996 school
year, and significant professional development opportunities will
be
available year-round to assist teachers
to translate the
curriculum frameworks into classroom practice.
Attached

you

curriculum

will

find

framework

materials

that

development process,

description

of

a

(b)

the

outline

(c)

the

review process to be used to revise

be

curriculum

used

by

all

explain

the

including:

(a)

to

what

further

I

frameworks

curriculum

are,

frameworks,

and approve each

framework,
(d)

the

timeline

(e)

a description of how the frameworks will be packaged,

(f)

a

feedback

of

and

the

development

comment

process,
and

sheet.

I strongly urge you to disseminate all of these materials to school
committees, school councils, central office administration, school
staff, parents, students, and the community.
As well, I invite you
to use the feedback sheet to provide us with any comments on what
should
be
included within the
frameworks or on the process of

\

developing
interested
are

eager

Please
Linda

the
in
to

frameworks,

attending
hear

from

and

one

of

at

X270

our

indicate
upcoming

to

us

regional

if
you
forums

are
We

you.

do not hesitate to call
Beardsley

to

if

you

Dan French at
have

any

(617)

3S8-3300 X203 or

questions.

1

WHAT IS A CURRICULUM FRAMEWORK?

A Curriculum Framework is a guide that can be used by teachers,
districts, schools, institutions of higher education, and community
members to plan, implement, and assess their curricula, programs,
and instructional approaches in a particular subject or discipline.
Curriculum frameworks:
•
•

Define what
students
should
know and
be
able
to
particular grade span levels within each discipline;
Define a critical knowledge base;
learning

of

the

discipline

Connect the
experiences;

•

Suggest classroom assessment possibilities so that teachers
can use them to regularly assess teaching and learning;
Address what we should teach (curriculum) , how we should teach
(instruction) , and how we should assess learning (assessment) •

A curriculum

framework

includes the

students" le"r°nf;

guiding

as

the

basis

life

for

following components:

teachi"9

discipl fne ,^"atement

used

students'

at

•

Indude content standards which are
developing performance standards.

to

do

learning,

Principles

of

including how

the

particular

incYudlnn1^0"

^ ,essential

*

knowledge
of
the discipline
Content standaTds^h
concepts, ideas, and ways of thinking,'
skills that A113 that describe the specific knowledge and

*

of rev'
grades
A

eiaht
eight,

iearnina

four
°ur'

V

tn

.

^ ^ at>le
ten, “T
and twelve;

to structure schools

tR°to“k*

»"”•«"

t0

d° by the end

to support meaningful

r.,„„5ana

ProfessionalstarCed' including strategies for
of the frameworks.°Pment' publlc outreach, and implementation

Essentialiv

=

f

Sbrategies
lso

for te “meW°rk
describes
the
vision,
content,
identifiesachln9 and learning a particular discipline.

another * so
lnterdisciplinary°

AT
that

WhlCh SUbjeCt areas are connected
teaching
and
learning
1s
mo

SlSSiSSV
and

social

for seven

studies,

srsrr™

arts

foreman

f.n97' English' history

common Core of LearningTTframework is^ot®!: t^d^^1^ than the
a
scope
and- sequence
or
daTlv
lesson 1"tended to constitute
SSK ssr b~^v'r -~o
activities.
be translated into daily classroom

The frameworks,
statewide
developed

once adopted,

will be volnnfarv

assessment test, mandated
directlv from thD
*

the frameworks

Si

^r/our^a^d

by
1

Education
^uucatl°n

u
ReTor^'
new
Heform, will be

*££££
—

£

^sJ0"whlch lTAalaLTLer;eand En9li**
graduation).
£ 35 3 COI"Petency test for high school

The Commonwealth of Massachusetts
Department of Education
Telephone: (617) 388-3300
TTY: N.E.T. Relay 1 -800439-2370

350 Main Street, Malden, Massachusetts 02148-5023

OUTLINE OF CURRICULUM FRAMEWORKS

The

following is the outline for the seven curriculum frameworks .

for English, history and social studies, mathematics, science,
foreign languages, arts, and health.
This outline reflects the
ideas and

considerations of the Statewide Curriculum Framework
Advisory Council, and the individual Curriculum Framework
Development Committees.
Each framework will be approximately 80100 pages in length.
For each curriculum framework, we will also
develop summary documents for families, students and business
partners.

Preface:

Building a
common to

The preface will
Reform.
A.
B.
C.

Chapter

The

link

Foundation for Curriculum
all frameworks)
the

curriculum

Reform

frameworks

to

(2-3

pages

Education

Laying the Groundwork:
The Education Reform Act
Setting the Vision:
The Common Core of Learning
The Role of State-Level Assessment

One:

Why Have Curriculum Frameworks? Work Together to Improve Teaching
pages - common chapter)

chapter will

introduce

the

reader

to

the

An Invitation to
and Learning (5

purpose

of

curriculum frameworks, and discuss how the frameworks can assist
teachers in improving teaching and learning.
This chapter will
also reference the connection between the Common Core, curriculum
rameworks, and state-level assessment.
A-

What

Are

Curriculum

Frameworks?

c*

How Can the Frameworks Be Used
Teaching And Learning?
How Do I Use This Document?

to

Guide

Improving

-

2

Chapter Two;
This chai«-be
o£actfcePH

Teaching and -Learning Processes -

(10-15 pages)

a.<?°m®on chapter for each curriculum framework
i
present an overview of how research and

assessment
Hbe th<2 relatlonships among teaching, learning and
assessment
and suggest that the best teachers are those that
also vrew themselves as learners.
A key focus willbe on

with

®xP®?tatlons and standards, and the need to provide student9
1jStrUCtl°na 1 aPPr°aches to reach these high
ts
expectations and standards.
”
A.
B.
C.

D.
E.
F.
G.

Chapter

Standards and Expectations
Learning Processes
Teaching Processes
Teacher as Curriculum Developer
Classroom Assessment
Visuals and Charts
Discipline—Specific Teaching and Learning

Three:

Content Chapter

(50

pages)

This chapter will be the content chapter for each curriculum
framework, and reflect the work of each of the framework
committees.
This is the feature chapter of each framework,
It
is critical that this chapter be clear, concise, accessible, and
compelling to teachers, and that it address the diversity of the
student population that we serve.
.A Vision of the Discipline: including a definition,
what it is, the use and applicability of the discipline
to living in the world, and the nature of
B.
C.
D.

problems/issues that the discipline addresses;
Guiding Principles: upon which the framework is built;
Habits of Mind: skills that are critical to develop
within the discipline;
Vvhat Students Should Know and
divided by grade span level adult basic education;

Be Able
PreK-4,

to Do: content,
5-8, 9-12 and

Interdisciplinary Instruction: what are ways in which
other disciplines connect to this discipline?
How do
you integrate other disciplines into the teaching of
this discipline?;
F

Content
twelve;

G

Appendix: this will include (a) a synopsis of research
on teaching the discipline,
(b) brief summaries of
national standards initiatives within the discipline,
(c) suggestions for classroom-based assessment
appropriate to the discipline, and (d) resources.

Standards:

for

grades

four,

eight,

ten

and

3

r Four:
"

K

Structuring Schools
pages)

for Meaningful

Learning

(10

This will be a common chapter for all frameworks, and will
discuss factors in schools that promote high levels of learning
for all students.
The chapter will link curriculum reform to
education reform.
A.
B.
C.
D.
£.

F.
G.

Shared decision-making
Clustering, staff teaming, and staff planning time
Grouping of students, including elimination of the
general track
Inclusion: An Issue of Philosophy, Not Placement
The Use of Time and the Structure of the School Day
(including recommendations of the Commission on Time
and Learning)
Restructuring Professional Roles
Student support and parent and community involvement

Chapter Five:

The Role of Professional Development and Public
Outreach in Implementing the Frameworks (5-6
pages)

This will be a common chapter for each curriculum framework.
A.
B.

D-

The Change Process
Professional Development and Meaningful
Change
; Building Partnerships
Getting Started

Curriculum

PACKAGING THE CURRICULUM FRAMEWORKS

Plrfntmg. The curriculum frameworks will be printed and packaged by Chapter with
drepreface being packaged with Chapter 1. This will allow the D^artment
and disseminate the frameworks according to need
For examole Currie..!
Coordinators will probably want the entire K-12 framework of ther respective discipliH™
ncluding the common chapters. School Committees and Superintendents may wamthe
K-12 frameworks of every discipline; yet they will not need mutliple copies of the
common chapters. Elementary teachers, on the other hand, may want one set of the
common chapters and the K-4 version of all of the frameworks.

Packaging. The frameworks will be packaged in two waysi
•

A bound version.
This will be the official version that is mailed to
superintendents and school committees, as well as out of state requests.

•

A loose-leaf binder version, that includes additional resources in each discipline.
This version will be geared to teachers. It will be user-friendly and invite the
teacher to add to it.

The Commonwealth of Massachusetts
Department of Education
Telephone: (617) 388-3300
TTY: N.E.T. Relay 1-800-439-2370

350 Main Street. Malden. Massachusetts 02148-S023

DEVELOPMENT OF CURRICULUM FRAMEWORKS
PROCESS FOR PUBLIC COMMENT, REVIEW AND REVISION

cess of”public comment, review and revision of drafts of
curriculum frameworks must be an inclusive process which builds
uHdesmread support for and input to the curriculum frameworks.
The process must solicit in-depth and varied feedback which is
then used to reshape and revise the framework drafts.
The same
process will be used to review and revise each of the seven
curriculum frameworks.
Below is a proposed process for public comment, review and
revision for each of the seven curriculum frameworks being
developed by the Massachusetts Department of Education:
1)

Development of Preliminary First Draft.
By October, 1994 a
preliminary first draft of each of the five curriculum
frameworks --English, history and social studies, arts,
foreign languages, and health.
By fall 1994, a revision of
the math and science and technology frameworks will be
completed.
Content standards for grades four, eight and ten
will be included in each discipline.

2)

Technical Editor and Layout Specialist.
In July, 1994, a
technical editor was contracted to work with the framework
writers on style, clarity, consistency, and general editing
throughout the entire writing and review process.
A layout
specialist has been contracted to work with the writers on
layout and graphics work, beginning with the completion of
the first draft of the frameworks.

3)

Internal Review Committee.

An internal curriculum framework
review committee will be convened.
This committee will
review each of the seven frameworks between October and
December, 1994.
The committee will be the Common Thread
Committee, and consist of staff representatives from the
Common Core, Curriculum Frameworks, Assessment, and
Professional Development.
This committee will review each
framework and provide feedback on:

Format - is the information accessible?;
Content - does it include a vision, principles/beliefs,
habits of mind, content standards, curriculum by grade
level spans, and resources?
Does the content of the
common chapters provide a clear vision to schools and
teachers?;
Writing style - is the framework concise and clearly
written?
Cohesiveness - is the framework well organized?
Usability - will teachers find the framework valuable
and useful?

Education Reform - does the
link

to

Education

Reform?

framework

provide

a

clear

«
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the effectiveness of each framework.
A feedfc
be used to collect this information and data.
Each group will report their feedback to the Curriculum
Frameworks Coordinator and Writers.
4)

Revision.
Based on feedback comments, from November
1994
through January, 1995 the drafts of five frameworks will be
further revised before public review.
Each framework
committee will work closely with a writer during this
process.
The revised draft should be substantive and wellwritten.
The framework drafts which are released for public
comment will shape the public's perceptions of the
curriculum framework development process.
At its January
meeting, the Statewide Curriculum Framework Advisory Council
will review a second draft to determine if it is ready to
P^ese^t to the Commissioner for his review and approval.
Review and Approval by the Commissioner.
During the fall of
1994-, the revised draft of the mathematics and science and
technology frameworks will be presented to the Commissioner
for his review.
By the end of January, 1995, the revised
drafts of the English, history and social studies, arts,
health, and foreign languages frameworks will be presented
to the Commissioner for his review.
The Commissioner will
decide whether each framework is ready for public review,
and then present the frameworks to the Board of Education.

6)

Public Comment.
The public comment stage will occur during
the fall and winter of 1994-1995 for the mathematics and
science and technology frameworks, and from February through
mid-May of 1995 for English, history and social studies,
arts, health, foreign languages, and will include the
following activities.
Framework committee and statewide
advisory council members will assist Department staff in
planning and conducting these activities.
Mass Mailing.
The draft framework will be mailed to
all superintendents, professional associations,
department heads, and principals.
The drafts should be
disseminated to any constituency who is interested in

3
reviewing and commenting upon the documents.
A
framework review guide will accompany each draft, and
include recommendations for field testing the
frameworks and a comment sheet to return to collect
feedback to the draft frameworks.

•

Regional Forums.

•

Focus Groups.
Focus groups of 10-15 participants,
including key representatives within the discipline,
will also be conducted across the state.

•

External Review Committee.
Each framework committee
will select 4-5 content specialists to comprise an
external review committee to comment on the draft.
These specialists could be from Massachusetts or other
states, and should be well-known for their
contributions in the discipline.
If possible, a
meeting will be arranged between the external review
committee of each framework and the respective
framework development committee.

•

Review by Department Staff.
In an effort to build
awareness and receive additional feedback, the draft
frameworks will be widely circulated to Department
staff, and a forum to gather feedback on the frameworks
.will be conducted within the Department.

Regional forums for each discipline,
designed to reach as many teachers, administrators,
college faculty, and parents as possible, will be
conducted to present the drafts and gain comment.

From January to February 1995 (for mathematics
and science and technology) and from late April through May
of 1995 (for English, history and social studies, arts,
health, and foreign languages), the framework committees,
Statewide Advisory Council and the Common Thread Committee
will reconvene to synthesize all comments and feedback.
They will come to consensus on changes that need to be made.
Writers will undertake another revision process, working
with all of these committees.
The Statewide Advisory
Council will then meet in early June to determine if the
rameworks are ready to present to the Commissioner in their
final form.

Revision.

Commissioner and Board Approval.
By the end of March 1995
(mathematics and science and technology) and June of 1995
nglish, history and social studies, arts, health, foreign
anguages), the frameworks will be presented to the
ommissioner for final approval and adoption.
The
nimissioner will determine the presentation to be given to
the Board of Education.

4

9)
10)

nrintoS^ ^Dissemination.

All seven frameworks will be
printed and disseminated during the summeir'and fall of if95
intfn=T,i0aal development.

Beginning in the summer of i995
intensive professional development opportunities will be9 '
offered to teachers and administrators to assist them in
understanding the curriculum frameworks and translatinq then,
^assr°om Practice.
Intensive summer institutes lor
?n«t*£1r5J'Pi1'n* framework wil1 be conducted, with follow-un
institutes during the school year.
Mini-grants will be
P
provided for teacher study groups, as well as grants to
bring together districts and culturual institutions to
collaborate on curriculum reform.

- TIMELINE OF CURRICULUM FRAMEWORKS
Following is the timeline for the development.of the curriculum frameworks. Note that the math
and science and technology frameworks are being developed on a different timeline than the
English, history and social studies, arts, foreign languages, and health frameworks.
July 10-15, 1994

Summer Fall, 1994

Week-long writing retreat - Curriculum
-- Committees

Framework Development

Revision of first draft of math and science frameworks
Writing of first draft of five frameworks

September 30, 1994 Preliminary first draft of five frameworks completed
October, 1994 January, 1995

Review of five frameworks by internal review committee
and Statewide Curriculum Framework Advisory Council
Revision of preliminary draft by five framework committees, and piloting
excerpts of drafts in Mass, classrooms
Review and approval by the Commissioner of the second draft of the math
and science and technology frameworks being ready for public comment

Oct. - Dec., 1994
Jan. - Feb., 1995
Late January, 1995

February April, 1995

Public comment for math and science and technology
Revision of math and science and technology frameworks
Review and approval by the Commissioner of the second drafts of five
frameworks being ready for public comment
Public comment of five frameworks - Mass mailing to superintendents,
principals, department heads, colleges, professional associations; regional
torums; focus groups; external expert review committee

March, 1995
Commissioner and Board approval of math and science and technology
May - June, 1995
Revision of public comment drafts by five framework committees
Late June, 1995
Commissioner and Board approval of five frameworks
Summer, 1995
Summer institutes for all frameworks
SePientber, 1995
Dissemination of all frameworks

1

SePtember, 1995 on
Continuous professional development opportunities for all frameworks

The Commonwealth of Massachusetts
Department of Education
350 Main Street Malden, Massachusetts 02148-5023

CURRICULUM FRAMEWORK RESPONSE
SEPTEMBER, 1994
Please use this response sheet to provide us with your comments
on what should be included in Massachusetts curriculum
frameworks or in the process for development and review.

1.
CURRICULUM FRAMEWORKS OUTLINE
Wc hope you can use this outline to begin discussing curriculum issues in your school. Are there
any important issues and dilemmas that have been omitted? Are there issues that you feel are
important to emphasize?

2.
CURRICULUM FRAMEWORKS REVIEW PROCESS
Our committee members and Statewide Advisory Council have helped us develop an inclusive
review process for the frameworks. Does that proposed review process reflect an opportunity
for your concerns to be heard? How can we ensure that you, or your group's voice, can be heard?

* gyimn Frameworks arc being developed to be useful and accessible for classroom teachers.
^Loom teachers on the committee have suggested the loose-leaf binder version. How will
format scrvc the needs of elementary teachers? Middle school teachers? Secondary
teachers?

Please suggest packaging you feel would be most useful.

4.

Is your school or school district willing to host a Curriculum Frameworks Regional Forum
in November?_
Are you interested in receiving more information about attending a November Curriculum
Frameworks Regional Forum?_
Would your school/department like information about setting up a focus group to review
preliminary draft material of the curriculum frameworks?_
to which curriculum area are you most interested? (please circle)
art
English
foreign language
history and social studies

mathematics

Name

Position

School District

Phone #

leas e mail to:

health

science and technology

Linda V. Beardsley, Instruction and Curriculum Services
Department of Education
350 Main Street

fat

Malden. MA 02148
617-388-3395

Thank you for your response!

ow World-Class Standards
ill Change Us
hur L. Costa

we abandon traditional views of education,
skills of thinking and problem solving will
ilace discrete subject areas as the core of
curriculum and will lead to changes in
itruction and assessment.
nterprising learning communities
looking toward education in the
next century know that new
educational goals are imperative
for our youth’s survival, the
tinuance of our democratic institus, and even for our planetary exisce. Learning how to leam
ughout a lifetime; knowing how to
ave when answers to complex
blems are ambiguous, dichotous, and paradoxical; and gener¬
ing, organizing, and applying an
ndancc of technological informan are just a sample of the types of
als we need to establish.
From such goals, we will establish
rld-class standards. But to do this,
must be prepared for a paradigm
|ift. We will have to replace some of
r obsolete, traditional views of
ucation with more modem, relevant,
d consistent ones. We will let go of
r obsession with content acquisition
d knowledge retention as merely
ds in themselves. We will dismiss
iformity and begin to value divery. We will extinguish external evaltion of students and teachers in
vor of self-evaluation. We will
place extrinsic rewards with learning
tivities that are intrinsically moo¬
ting. We will deflate competitivess to expand interdependence. We
ill redefine smart to mean knowing
w to draw forth from a repertoire of
rateeies. knowledge, perceptions.
^ Educational Lcaohrship

and actions
according to
contextual
demands.
Since all
aspects of a
system are inter¬
locking, all parts
must change in accordance with the
new paradigm. No one part can
operate efficiently unless the other
parts of the system work harmoniously
(Kuhn 1970). Imposing higher stan¬
dards, therefore, is not just “kid stuff.”
Higher standards must be set for all
components of the educational enter¬
prise. We will need to evaluate the
contribution of all parts of the system
to higher standards in curriculum,
instruction, and assessment
Higher curriculum standards. Our
obsession with the archaic compartmentalization of the disciplines keeps
school staffs separated. As intellectual
development, thinking, problem
solving, and cooperating become the
core of the curriculum, traditional
content and subject-matter boundaries
will become increasingly obscure and
selectively abandoned. Process will
become the content of instruction.
Our view of instruction will shift
from learning of the content to
learning from the content. History,
physical sciences, mathematics, or the
arts in the curriculum will no longer
be ends in themselves; instead,
problem-based instruction will serve
as the vehicle for learners to integrate,
reflect on. and transfer the unique
knowledge, structure, and modes of
inquiry of several disciplines.

learning process, and we will focus
standards on applying concepts from a
variety of fields to produce new knowledge, transfer strangles to novel situa¬
tions, and tackle complex problems
Higher instructional standards.
Having world-class standards will
make us begin to see the profession of
teaching as intellectually complex,
collaborative, and reflective. Teachers
who have achieved the highest stages
of intellectual functioning are more
committed to and empathic with indi¬
vidual students, and they provide
greater stimulation for students to
function at higher levels of cognitive
complexity as well (Glickman 1985).
In traditional school settings, time
limits, isolation, and minimal peer
interaction prevent teachers of
different departments, grade levels,
and disciplines from meeting together.
Thus, teachers’ intellectual growth is
diminished. Teaching toward worldclass standards will require mutual
interaction from teachers who work
with students from various age levels
and possess rich funds of knowledge
in various fields. New roles for
members of instructional teams will be:
■ knowledge managers who judi¬
ciously select topics and problems for
their contribution to achieving these
standards;
■ team planners who continually

clarify the school community’s desired
outcomes and create instructional
strategies to achieve their goals;
■ collegial coaches who teach,
observe, and give nonjudgmental feed¬
back to one another;
■ collaborative researchers who

centered. integrative themes because

experiment with and evaluate
curriculum and instructional effective

of their contributions to the thinking/

ness and modify them accordingly-

Teachers will select relevant, problem-

recording information.
The entire community must become
committed to higher standards of
educational excellence. This means
higher standards of social services as
well: health care, employment, child
care, recreation, continuing education,
housing, and welfare. The problems
children bring to school that detract
from their achievement of higher stan¬
dards are often societal, not learning
problems. Schools, being a reflection

| Our obsession wrfli the 5fp®
archaic compartmentalization
of the disciplines keeps school
staffs separated.

er

assessment standards. We

jmPloy traditional produci‘^sessment techniques to
“ acl’leverT>em of these new
tinted standards. Skillful

L, nms and studems them-

folios of selected artifacts of learning
excellence;
■ observing performances while
conducting extended cooperative
projects;
■ conducting interviews to discover
students’ self-perceptions as problem
solvers;
■ maintaining checklists recording

^ratemes w3,,^5' Such

ctly obs e°

'"elude:

’"".•live p'obf peiforrnancc
is
et't-solving

indicators of growth toward desirable
habits of mind;
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■ assessing displays, exhibitions,
and performances according to both
internal and external criteria; and

;illd pon-

of society, will achieve higher, worldclass standards only when American
society imposes higher, world-class
standards on itself. Achieving higher
standards requires the devotion of the
greatest share of our resources to the
development of each person’s fullest
potential. ■

■ employing media and advanced
technology to assist in collecting and

Arthur L. Costa is Professor Emeritus.
California State University. Sacramento.
He can be reached at P. O. Box 70S
Kalaheo. HI 9674 1
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The Commonwealth of Massachusetts
Department of Education_
Telephone: (617) 388-3300
TTY: N.E.T. Relay 1-80CM39-2370

350 Main Street. Malden, Massachusetts 02148-5023

MASSACHUSETTS CURRICULUM FRAMEWORK DEVELOPMENT COMMITTEES
SUMMARY OF HOW EACH FRAMEWORK WILL BE CONSTRUCTED

, •

is a summary of how each curriculum framework development
committee is constructing its discipline framework as of the
October,

1994

Hi story and

retreat:

Social Studies

Rather than being driven solely by the traditional concept of
chronological time and place, as well as the discrete disciplines
of social studies (eg., geography, sociology, economics,
anthropology, psychology) , six thematic strands will drive this
framework:
•
•
•
•
o
•

Continuity and Change
Peoples and Environments
Power and Participation
Production and Distribution
Cultures and Identities
Interdependence

'

A set of essential questions will be posed in each strand to be
used to organize curriculum, the content standards, and the
performance standard examples around the theme.
The subject
matter of the discipline will be suggested at each grade span
level within the six strands, and the discrete disciplines will
be integrated throughout the themes.
An emphasis on world
history and cultures will be imbedded in the subject matter.

Health
Three core concepts will drive

*

this

framework:

Resiliency (skill based: promoting personal and social
skills around risk assessment and protective factors,
developing resilient schools and communities that support
resilient individuals)
Health Literacy (knowledge based: accessing and assessing
health information and knowledge)
Health Promotion and Advocacy (action based: promoting
healthy ways of living, healthy communities and healthy
environments)

Two

beliefs underlie the arts

framework:

The arts respects the integrity of each art discipline;
The arts is a multicultural, intradisciplinary curriculum.

The arts will be organized by three core ideas,
translate into three strands:
•

«
•

which will

performance and Production
Critical and Imaginative Thinking
History and Culture

Mathematics
There are

four

fundamental

concepts

that

are

imbedded

in

the

math

framework:
•
•
•
•

Mathematics as problem solving
Mathematics as communications
Mathematics as reasoning
Mathematic as connections

These concepts
•
•
•
•

are

imbedded

in

four

themes:

Number Sense, including numbers, number systems,
computation, and estimation
Patterns, including relations and functions
Geometry and Measurement
Statistics and Probability

The framework will emphasize the interconnectedness of
concepts throughout the grade levels.

all

four

Alienee and Technology
The science and technology
°ur key themes:
Science

as

framework will

be

organized

around

Inquiry

Science Subject Matter, including physical
sciences, and earth and space sciences
Science and Human Affairs
Technology

sciences,

life

Languages
ForeignT^e foreign

language framework is organized around "five goal,

To communicate in languages other than one's native
language.
To gain understanding of peoples and cultures.
To develop insight into one's own language and culture.
To access new information and knowledge in the language.
To participate in the local and global communities.
A central tenet in the methodology of teaching foreign languages
is that we are teaching for communicative proficiency, that is,
being able to communicate in a real world context with other
peoples.
We make language learning meaningful by making
connections with the content of the total school curriculum.
Foreign language teaching should start in kindergarten.

English Language Arts
The English Language Arts
themes:
•
•
•

framework is organized around three

Language as power
Language as conveying meaning
Language as constructing meaning

The overall goal of this discipline is to assist all students to
be effective and powerful communicators in all of the language
processes - speaking, reading, writing, listening, and
presenting.

■v
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The Commonwealth of Massachusetts
Department of Education
bert V. Antonucci
Conunissioner

November

1994

Dear
Teachers,
xx.
—

. .

^

enclosed three*different

pwrv teacher
formatsY of

the

in the Commonwealth,

new Massachusetts

we have

Common

Core

of Learning.
As you know,

the

Common Core °f

learning

subftantiv^

fducaVion

Reform process thltnext moves on to curriculum frameworks and then to
?he comprehensive assessment of students and schools
t was wrl«“

B^d^ofTd^ca^as^offi^pohcy & Ju'ly
This folder contains the Common Core in three different forms.
One is
anewspaper format,
designed for students,
parents and coimunity
leaders.
Some
600,000
copies
of this
newspaper
are being
s
statewide to ‘elementary, middle and junior high sehool priniL1Ja^c^d
distribution to each of the students m their school.
The second
format is
a
16-page
pamphlet,
presenting
the
Common
traditional and more formal way.
The third format is an en
'
three-dimensional, "assemble yourself" cube format, which we
p
Y
will put together (please reinforce with tape!) and display in y
classroom or home so that students, parents, community leaders an
visitors will see it. pick it up, and read its text.

f

The Department and Board of Education are making this major outreach
effort so that as many people as possible read the Common Core or
Learning and know how it fits into the three—step reform process
underway statewide.
The multi—media and multi—format approach is
designed to reach all levels in your community.
Public confidence in
education begins to grow when the public is part of the process, and is
informed at every major step along the way.
Our hope is that no one is
left out of this effort.

Sincerely,

Commit V' Ant°nucci
Ssioner of Education

350 Ma

ln Sheet • Malden, Massachusetts 02148-5023 • 617-388-3300 extension 118 • Fax 617-388-3392

/

HARVARD UNIVERSITY
1430 Massachusetts Ay^vu;

AfwvAmbwcan

Gvmbjudge,

Studibs Dbp^*t,,,rnt

MA 02138

617 495-7832
-

Fax

617-496-2871

January 8, 1 997

Dear Members of the Massachusetts Board of Education:
We write to suggest that the current draft of the History & Social
Sciences Curriculum Framework developed by three members of the Board
of Education and the new draft of the English/Language Arts Framework
should be modified in important respects. While we share the concerns of
others about the process through which the current draft was created and
about the formats of the documents, which diverge significantly from
those of the Frameworks developed and adopted in the other disciplines,
we should like to focus on questions about the content of these
documents.
Since these documents essentially detail what Massachusetts
students must know, it is vital that the frameworks propose a content
that is ^global and reflects the rich diversity of our American heritage.
We do trot believe that the new drafts me^t this condition. We share the
sense—implicit in the decision to include lists of historical events and
processes and literary texts to be studied—that the earlier drafts
focussed on matters of form and pedagogy to the detriment of specific
content. But the various lists now offered appear to have been hastily
drawn up and do not reflect the level of care that we believe is
appropriate in specifying required elements of a state curriculum. For
example, the History and Social Sciences draft treats African history
after ancient Egypt (whose inclusion we applaud) almost exclusively in
t®r^1s
slavery and European colonization, ignoring the internal history
of Africa over several millennia (and its relation with the societies of the
1

Indian Ocean). Without a sense of the development of societies around the
world before the rise of the modern global system, it is impossible to
appreciate the significance of the increasing incorporation of all parts of
the world; a process in which Western Europe and the United States have,
of course, played central roles.
This is a single example, which could (and should) be remedied. Let
us briskly mention two others. First,it is very noticeable in the History
and Social Sciences draft that Native Americans figure almost exclusively
as peoples to whom things are done, rather than as agents with their own
views of historical events, a failing that is inconsistent with the
expressed aims of the draft to encourage students to appreciate how
historical events appear from different perspectives; second, relations
between Christendom and Islam are framed exclusively in terms of
contrast and conflict (ignoring, for example, the central role of Arabic
scholarship in maintaining the Greek philosophical heritage in what used
to be called the European “Dark Ages”).
But there is a fundamental, underlying conceptual difficulty, we
believe, with both drafts, which is that, in their concern to insist that the
United States is primarily heir to a Western tradition (“our cultural
heritage"), they regularly distort the historical reality both of that
Western tradition and of the cultural history of the United States.
Indeed, talk of “our cultural heritage” fails to recognize the truth
expressed by W. E. B. Du Bois (a great son of Massachusetts who might
figure more than he does in the revised drafts) when he wrote “I sit with
Shakespeare and he winces not;" the truth that a heritage is not
something you have but something you cl^im, whose meaning, therefore, is
o for negotiation, especially in a democratic society.
We do not wish to deny the evident fact of the centrality of British
institutions, ideas and high culture in shaping their American
counterparts; as possessors of doctoral degrees from the University of
Cambridge, in England, and professors at Harvard, we are evidence of the
persisting importance of such connections! Nor would anyone want to
deny the impact, for example, of the French Revolution on American
thinking; or the significance of a European literary canon from Homer, by
way of Virgil, Dante, Shakespeare, Goethe and on, in shaping our high

2
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culture. But the United States has also been importantly molded not only
by non-European peoples (beginning, of course, with Native Americans) but
also by cultural elements from elsewhere. This weaving together of
cultural traditions and of peoples (a process that has involved, of course,
both cooperation and conflict) is, in our view, one of the great glories of
the civilization of the United States; and it is, in important respects, a
continuation of the porosity of the very Western civilization that the new
drafts seek to celebrate.
For example, Ancient Greece—which the History and Social Sciences
draft asks us to see largely in terms of its impact on Western
civilization—saw itself as being at the crossroads of the world.
Athenians, like Plato and Aristotle^ were very aware of the cultures of
North Africa and the Near East; and Aristotle's Macedonian student ~
Alexander not only installed a dynasty in Egypt, but also cut a great ■
cultural swathe through Asia. We simply do not understand that cultured
historical significance if we insist on seeing it only as a remote ancestor
of the Renaissance or the European Enlightenment; this is, indeed, the
worst sort of anachronism. Similar points could be made about Venice in
the Renaissance or London in the nineteenth century; their cultural riches
and the very reasons that make us want to claim them as a heritage,
depended not upon their holding tightly to some European tradition, but on
their responding to a wider world.
We have the impression that the authors of these drafts may not be
ware how much the ways in which they understand Western civilization
)Le
°f n'net®e"th-«ntury framings of culture as the possession of
inadPmde.aS tha< haVe been shown ^ a century of scholarship to be totally
SIX
c faCtS °f CU'tUral hiSt0r>- ,f ^ Wish
defend the
*
surely
rL /
Pf ‘Inheritance of the United States, you should
if you do t S
n9ht7OU !h0U,d d0 if in the name of truth. And then,
complexity ' f
°f trUth> y°U Wil1 have t0 acknowledge the
We think thatthe ,nterrelat,ons of European and non-European strands.

aZ

more^engaging story"9

^ Wi" a'S°

at>'e t0 t6ach ^dents a * '

hope weh'alfne?' P°int* C°U'd’ °f course- be further elaborated, but we

haVe Sa|d enou9h to establish that the current drafts deserve
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further refinement, in ways that will do justice to the educational needs
of the children of our state. We believe that there is a great deal of scope
for the fruitful integration of the broad pedagogical design of the earlier
draft with a more detailed specification of curriculum content: but the
latter surely needs to be done with the same care that has already gone
into the former. If we could be of service in this task, we should be more
than willing to help: but we believe that the materials for a more
adequate specification of a curriculum are already widely available;
indeed, we suspect that they are already in the minds and hands of many
of our teachers.

Chair, African Studies,
Harvard University
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Boston Un.vers.ty

J'°,onM«*husettS 02215
^ 353-3673
61 /17/353-4975
^matl Suasc@acs.bu.edu
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June 9, 1997

Dean Edwin Delattre
School of Education
Boston University
605 Commonwealth Avenue
Boston MA 02215
Dear Ed,
Please find attached a copy of my response to the new framework. I
shall restrict my remarks to areas pertaining to Africa.
Overall, the world history half of the framework has an appropriate
range of topics for the pre-1450 AD period. However, after that
time, the framework loses sight of key historical changes in Africa.
It is as if there were no political struggle in Africa over colonization
or, later, for independence. It is as if there were no massive changes
in Africa as a result of the globalization of trade and productionchanges in social relations, in economic links, in political power. (Of
course, this globalization phenomenon is not particular to Africa—
which makes its inclusion all the more compelling.) These topics
could be included if the perspective in the post-1450 were genuinely
"world".
The specifics concerning the slave trade are troublesome. In the
final section of the framework, all references to the Atlantic slave
trade blur the agency of Europeans in this trade:
p. 97 (under Id): ”15th century Portuguese enter longestablished African-Muslim slave trade"
p. 98 (under 2d): "The Atlantic slave trade: the 'Middle
Passage' between two captivities"
p.l06e (under g): "Extension of African slavery to the Western
hemisphere"
In the first part of the framework, under "Core Knowledge," there is
no reference to European agency in the slave trade at all. (See p. 14
uuc*er Id and p. 17 under 4f-g.)

r
Standard history assigns primary agency for the slave trade to
I Europeans. The above phrasing obfuscates this and implies a
I primary African agency which is seriously at odds with what we
know.
/
!

However, more important than affixing ’’blame” for the slave trade is
another question. The key question for the slave trade is causalitya key topic in history. (See Learning Standard #1 in the framework.)
Students should investigate/leam about the demand for slave labor,
on the sugar and other plantations of the Americas. They should also
be able to understand why Africans slaves were the ones supplied.
These question of causality allow us to examine an important period
in world history and to do so from a scholarly basis.
I noted with surprise and some consternation that under "commonly

taught subtopics" for the world history period 500-1500 AD, there
was no non-European content, with the exception of Muhammed (p
96). Yet, over half of the items under "core knowledge" (pp. 16-7)
for this period is non-European. On Africa, the commonly taught
subtopics which should be included are:
* empires of Ghana, Mali and Songhai
* epic of Sundiata, king of Mali (available in both a children’s
and an adult's version)
Additional commonly taught subtopics are:
* city-states of East Africa
* Great Zimbabwe
In March, I wrote to you and the Department requesting that the
Outreach Program of the B.U. African Studies Center be included in
me list of Massachusetts Resources in Appendix C. I trust that this is
m the works.
Finally, two small matters could be clearer:
on p. 17 at the top under "h":
"Muslim presence" should be replaced with "Muslim
expansion as the former phrasing implies something
static rather than an historical change and also implies
something foreign. (While the religion was at first
foreign," the people who adopted it were not.)
on p.70, under the second example:
It would be better to choose another country than
Somalia where war and chaos have undermined the

gathering of statistics. Kenya or Zimbabwe—or many
other countries—would be suitable.
If you have any questions, please feel free to call, write or email me.
My email address is bbbrown@bu.edu
Thank you.
Sincerely,

Barbara B. Brown, Ph.D.
Director, Outreach Program

cc: Linda Beardsley, DOE
Melissa Williams, DOE
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January 6. 1997

Dear Member* of the Massachusetts Board of Education,

We* the undersigned, are writing to protest the current draft of the History' &,
Social Sciences Curriculum Framework developed by throe members of die Board of
Eduoarion. Our concerns are in three m«\jor areas: tbe process through which the current
draft was created; the formal of the document, which is radically different from The
Frameworks developed and adopted in the other disciplines; and the content, which is
intended to represent whol Massachusetts students need to know and upon which they
will be assessed.
Regarding the process: The Education Reform Act of 1993, Chapter 69, Sectipn
IE, calls for-the development of curriculum frameworks and states, "The process for
drawing up and revising the frameworks shell be open and consultative, and may include
but need not? be limited to classroom teachers, parents, faculty' of schools of education,
and leading college and university figures in both subject malter disciplines and
padagogy." A first draft was written using just this type of process, including an
appropriate public comment period, and input from focus groups across the
Commonwealth consisting of hundreds of teachers, administrators, parents, and members
of the business community. That draft was returned by the Board in December of 1995
for further work. The original committee was never given the opportunity to finish
revisions on'the framework, nor was it ever informisd as to why it would not have that
opportunity.. A new committee was then appointed in June 1996, over six months later,
to revise the: framework, A new draft developed by the revision committee was
jubmitted to the Board in October 1996 and summarily rejected ai the October Board
meeting. Soon after thal Board meeting, three members of the Board of Education wrote
‘
current draft, which does not build on earlier versions. It docs not reflect the work of
the two earlier committees, nor the voices of lha many Massachusetts educators, parents,
students, and citizens whose comments on earlier versions influenced the Work of the two
committees. The process of three members writing u draft adopted almost entire] v
the Virginia standards violates the principles upon which we understood educational
t*form in Massachusetts.
Regarding the format of the document: The Curriculum Fflm6works in six other
wciphnes include a Core Concept, Guiding Principles, Habits of Mind, and Skills. All
car icy drafts of the History Sc Social Sciences Framework included these sections* they
are rvusamg rrom the current draft written by the three Boajd members. These sections
provide the pedagogical approach to the Framework. The Education Reform Law (Ch.

ckslde, Inc. Film and Television Productions 486 Shawmut Avenue Boston, MA 02118-3320 (617) 536-6900 Fax (617) 536

69 S IE) states, "The curriculum frameworks shall present broad pedagogical approaches
ajvd strategies for assisting students in the development of the skills, competencies, and
knowledge called for by these standards.” The current Board-written draft does; riot meet
the standards set by the Bducalion Reform Law. The Cure Concept, Guiding Principles,
Habits of Mind, and Skills sections of the History & Social Sciences Framework arc
critical to ensuring that history and social scicuces arc taught in w*y$ chat make these
disciplines meaningful to students. Excluding these sections promotes instruction that
results in the majority of students telling us on recent MEAP tests in every grade tested
that social studies instruction is "mainly memorization,"
set of unrelated facts/ and
"not very interesting." The percent of students attaining competency in social smdi*$ will
not increase until we also change how social studies is taught in the classroom.
•Regarding the content: Since this document is essentially detailing what
Massachusetts students must know, it is vital that the framework, propose a content that is
global and diverse. The frame work equates world history with Western civilization,
excluding major portions of our world. It ignores African.history, relegating lb?
continent to-being a source of slaves and colonics* Latin America is only mentioned in
context with the Mayan and Aztec civilizations, and China is mentioned only in context
with two dynasties. Tha content as written in no way reflects the diversity and rich
heritage's of the students of our Commonwealth.
i

Successful curricular reform requires commitment from teachers. They
believe that the new standards reflect the best practices of their profession and the best
thinking of concerned scholars and oitizens. They mu$t see curriculum frameworks as
tools that can help them to teach more effectively. The Massachusetts education reform
process was designed to actively involve teachers and secure their commitment- The
abandonment of this process in the case of the social studies framework is unacceptable.
Massachusetts students and teachers deserve our best efforts. We urge the
Board of Education to rolease the October draft of the History & Social Sciences
curriculum framework for public comment and to make public Its specific disagreements
with this draft. Wc also urga that the Board deluy any action on this current draft written
by three Board members, and schedule a public hearing as soon 14 passible to allow that
nrfonn process to go forward and return to the spirit of the Education Refonn Act. While
wc recognize that a public hearing might lead to another delay in the process, >ve believe
that the development of $ high quality document to guide History & Social Sciences
instruction in the Commonwealth is preferable to a hastily drafted Inferior one. Thaak
you.
Sincerely,

Henry Hampton
President
Blackside, Inc.

TO Tin.

Moline Koeperlan, President
Stephen E. Gorrie, Vice President
Edward P. Sullivan, Executive Director-Treasurer

i^c/iusete lichen Association

January 6,1997

Dr. John S. Silber, Chairman
Members, State Board of Education
350 Main St.
Malden, MA 02135

Deaf Dr. Silber and Board Members:
We are writing to register our concern ardund the process and timelines for adopting a
state History/Social Sciences Framework. As you are aware, members of the
Massachusetts Teachers Association are most concerned about the delay in the
completion of the frameworks. However, we must counsel a more deliberate and inclusive
approach on this particular framework.
When the Board rejected the draft History/Social Sciences Framework in October, the
involvement of practitioners came to an end. The current, successor draft is a radical
departure from the format and approach of previous drafts, as well as the other five
frameworks. And while the release letter is dated December 13, 1996, most individuals
did not actually see it until sometime after Christmas. With most public schools closed
until today, January 6, there has been literally NO time for reaction from the field.
The absence of teacher involvement and the barely token opportunity for review and
reaction suggest a lack of respect for the expertise of the very people who are responsible
for the success of the state's curriculum frameworks. They are the experts who can inform
po icy makers as to whether concepts are age-appropriate, whether content is balanced
nd able to be integrated with the rest of the curriculum. This latter point is of particular
snlrit
8 as We imP,ement the Other frameworks and restructure instructional time in the
pint or the recommendations of the Time and Learning Commission.
wmmif0633 0f the Education Reform A=‘ of 1993 depends on the full confidence and
Historv/qGnt ?!_Practlonera- We urge you to allow a careful and deliberate review of the
receive °°la Sciences Framework and to consider carefully the response you will
Sincerely, *

Meline

Kasparian
President

huair? an°n, 2Q A...
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^

borton Place, Boston. MA 02103
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Scituatc High School
606 Chief Justice Cushing Highway
Scituatc Massachusetts 02066
(617) 545-8750

Dr. Jamas E. Cavanaugh j
Assistant Principal

prudence H. GoodaJe
Principal

Leon Liatsos
Assistant Principal
Department Chairperson
Physical Education and
¥ Athletic Director

December 17, 1996

To:
From:

Massachusetts Board of Education
f
Norm Shacochis
Chairman, History and Social Studies Dept.
Scituate Public Schools

Re:

Social Studies Frameworks

/
The most recent draft of the Social Studies Frameworks is a serious error in direction
Massachuitts ^UCatit0n ref™ in the pub,ic spools within the Commonwealth of
fo^rhrU^ttS‘ Ebufatlonal|y-the sequence and content of subjects is inappropriate

S^SSS?
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;

33 listed Fisca,,y’the cost f°r "*w tod> is proSve

6n int° aCCOunt by the boarel' especially with regard to how
money local communities are able to provide for textbook purchases now. '
bh ‘h®f°[7p,etion of Grade Bght all the history of
this age? MidSe^m9h 1877\How 020 this
expected of students at
living deveSmS
* need of ski" ^ hi9her order problem
Secondly
1 ^ Simp,e content mastery this framework suggests.
intend that the student^f0 n0t all°W for a revisitin9 of any of these subjects. Do you
opportunity onl?> fmiL9!
opportunity t0 leam a« this content and one
Six through Twelve of th/f s?,ncere su99estion here for a course sequence from Grade

e of the following, each to be demanding and not watered down:;

Grades 6 & 7. World Geography (Eastern Hemisphere, Western HemisDhere
3hngamphasis
the United State and the impact the
Grades9?? d^S/n Mathid °? rts devel°Pment and way of life])
the ounS^r^ ? = non-western; 10 = westem/European [to lay

olT

exploration^^ period]?' deVel°Pment; this

sh^ld include
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I suggest this in its most simplistic form but I feel that it mai„c «,
educationally. It provides a strona knnwiAdnJtfm
l!makes the most sense
skill and analysis exercises as well as content attention"and opportur^y for
appropriate, and certainly allow for stronaer ennrcoc
d
more grade level
important to realize that we are and have
Stron9er instrucf>dn. It is also
from pure content lecture in theirlr^ruction^efh/S111?9!!?teachers to move away
a return to lecture? The drafted
^ ^ m<;510ds',s education reform defined L
emphasis lilacso* SSt S?Tn
,^TJag° Wls b>'0,6 *»*»1
'covered' lecture would only expand This is nnt^J? make sure all the information is realize this.
y ^ Thls ls not sound- and wrely the board must

J

Close
the study
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The only apparent'tSi' topis' fe Ke“JS^K?lSt * 9ra
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SUPPOr1 * (see
766-a classic board ?s see1dnqS| hjIlvTeofnni^th t?ugher courses> and greater workload that the
myself and mv coileaauAc 19?i^f f13* Ichan9es
include harder work on the part of j
harrtpcf H a a u e^?Ue^' n
welcom^ I feel my students only work their
/
and X fc^olcimmS^J, ^
likewisa Howd^, the local communities .
often called before thAhn h if*1 responc**° *he Rudest parent(s), and we are all too /
mu?h LIS om board because our grades are not high enough, we give too J
5
boards that hold our iohf
^ t0° difficult Consequently, because it is these
/
department members to
teachers acquiesce. I have encouraged my j
than one has asked mein «*,9h .s*andards
challenge their students, and more
begin
r*16’ and
bUt who
is work?'
going t0| tell
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the I1631
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oegm complainina
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about ail
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all the
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..... back them 100%, but for many, past Incidents play a strong role. If the state can
convmc* thelocal boards to endorse the higher standards, the harder courses. Sd
the 9rsater workload i equired for all students at all abilities and levels, you will see the
effort that will bring about that kind of educational reform you ultimately seek As I tell
parents a the beginning of each school year - *1 am gotogto demand aUmendoufamountof work from your sons and daughters. Please let them do it You Si be
surprised at what they can da* The same applies here...to the teachers you Seize to
our student and our schools in general. However, the proposed chafes you have
made for Social Studies is not designed to accomplish this.
9 yo nave
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instruction and look forward to change that Is thougWul, appo^Tlfd
Sincerely,

Norman F. Shacochis
Scituate High School
Scituale, MA 02066
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Beardsley

Instruction and Curriculum Services
350 Main St.
Malden,

MA 02148

Dear Ms.

Beardsley:

I am writing,
in response to the invitation I received
from Commissioner Antonucci,
to offer my comments on
the
December,
1996
History
and
Social
Science
Curriculum
Framework.
Speaking both as a long time teacher of political science
at the college level and as the parent of two daughters who
were graduated from high school during the past few years
I
am enormously impressed with the Framework as a whole. The
guidelines for the teaching of history,
civics, geography
and^ economics stress precisely the sort of non-partisan
race based,
treatment
of
fundamental
themes
In
chese
isciplines
that
should
in
my
opinion
be
the
core
of
citizenship
training
for
all
Americans
but
which
cepressingly few public high schools currently offer.
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for
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and
their

course'
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"hands-on learning"). Yet it is
the Framework that constitute

virtue‘
With regard to the'
factual
knowledge,
I
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teac^ing
mY
course
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American
political
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MissouriV ^
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(for instance,
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entitled
"Topics
in
U.S.
History,"
Revolution
simply
wasn't
one
of
the
curriculum covered!)

and
the
"topics"

American
that
the

This
particular
young
woman
was,
of
course,
an
"exceptional"
case "among
Holy
Cross
students.
But
a
multitude of widely publicized studies in recent years have
highlighted the appalling ignorance of recent American high
school graduates as a whole on such basic issues as the time
in which the Civil War occurred, or even which nation was
the U.S.'s leading adversary during the Cold War. Regardless
of whether a student is preparing for a professional career
or
simply
entering
the
work
force
immediately
upon
graduation from high school, this is the sort of knowledge
upon which informed citizenship absolutely depends.
This leads me,
in turn,
to the issue c
alleged
is
the
"Eurocentric
bias"
of
the
proposed
curriculum.
Here
I
would
begin
by
citing
the
words
of
Abraham Lincoln, who in his Gettysburg Address referred to
the founders of the American republic as "our fathers"
even though few Americans then living were literally the
direct offspring of persons who had fought in the American
Revolution or even been alive in this country "four score
and seven
years earlier. Lincoln's point (which, I believe
remains no less valid today) was that the founders of th4
American republic were truly the "fathers" of all subsequent
Americans
regardless
of
their
race,
religious
c?eld
laid Hr. 0riTnC °*i
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To hold, with Lincoln, that our country was built on the
doctrines
of
the
Declaration
of
Independence
and
the
principles
of
the
Constitution
is
not,
of
course,
to
maintain
that
the
country has
always
lived
up
to
those
principles (as it obviously has not - notably in the case of
slavery) . But I do not think the Framework can be regarded
as "whitewashing" American history in that manner. Neither,
I
think,
does
the
Framework
denigrate
non-Western
civilizations
simply by placing
primary emphasis
on
the
Western roots of our nationhood.
These general principles aside,
there are a
few cases
where
I
deem
minor
modifications
or
additions
to
the
proposed curriculum to be desirable.
In guideline 5.6 or
thereabouts, I think more explicit emphasis should be qiven
to the progressive development of the Western frontier.
In
5.7, explicit discussion of the nature of the slave svstem
should be added
i.e., what slavery was like.
(In add-on?
background should^ be provided about the origins of the slave
trade and the universal view of the American Founders that
slavery was an evil that contradicted the principles of the
Declaration, witness the prohibition on the importation of
Israel fftLTV
7° 8'2'
1 think ifc appropriate to add
rael to the list of ancient civilizations to be studied
(even if it ^sn't a "river" civilization); while in 8 3
the distinctive political institutions of Sparta should hi
^
along with the very different ones of Athens
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««CU) should be compared as "two forms of a
rather than a "representative" one - since
whether
the
form
of
union
under
the

„representative
"federation" of

Federal republic"
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Articles
was
a
distinguished
from
a
republics).

republic"
(as
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In 6.1 (page 21), more should be said about immigration
as such, as opposed to its impact on labor relations alone.
(In
other
words,
as
with
slavery,
I
think
a
bit
more
"social" history - what life was like for the immigrants;
the
"immigrant
experience,"
including
Ellis
Island,
tenements,
and Chinese coolie labor - is needed here.
Is
Jane
Addams
discussed
somewhere?).
In
12.1
(page
31),
replace "forms of democracy" with "forms of constitutional
or democratic
government,"
so
as
properly
to
encompass
"republics" like Rome, England, and many Greek city-states
that weren't strictly "democratic."
Somewhere in the treatment of World War II,
I think it
would
be
appropriate
to
make
reference
to
the
stillcontroversial internment of Japanese-Americans on the West
Coast.
(This
is
not
to make
a
judgment
on
whether
the
internment
was
"justified"
on
the
basis
of
the
limited
knowledge available to governmental authorities at the time,
but simply to suggest that the topic should be addressed.)
Page 37: discussion of the post-war civil rights movement
should have been preceded by some treatment of earlier postCivil
War African-American
leadership,
notably
Frederick
Douglass's struggles on behalf of civil rights in the face
of
19th-century
Supreme
Court
decisions
that
largely
emasculated the 14th Amendment guarantees; the achievement
of
Booker
T.
Washington;
and
the
controversy
between
Washington and W.E.B.-DuBois about the future direction of
African-American
leadership.
Additionally,
the
continuing
appeal of Malcolm X's ideas merits discussing him along with
King.
^
In the World History guidelines on p. 38, the reference
° an "Arab diaspora" is odd for a couple of reasons. First,
no reference has been made, so far as I know, to the Jewish
raspora, a necessary prelude to the study of the Holocaust;
, , s s ould be added. Second, the "diaspora" that emerged as
r.eSUlt
maiori
°f

of

the

establishment

n0t an "Arab" one:
the Arab world was

"Palestine6"'"

°f

ISr3el

°D

of

Israel

was

at

most

a

the residence of the vast
in no way affected by the

^

Site

°f

the

former

of °Al?®ge, 40: dfsPite the admitted popularity and influence
S
Sllent
sPnngr
I
doubt
the
book
itself
is
"event
lmP°rtant to merit listing here as a historic
(I m not denying that the environmental movement

5

merits attention or
original impetus for

a single popular

that Carson's book helped provide the
it, it's just that the singling out of
book of this sort seems rather odd.)

In treating the last 3 decades of U.S. history, I think
some mention should be made of the changing character of
immigration (in terms of country of origin) in the liaht of
.
•
t
19 6 3, pressures stemming from
poverty in Mexico and civil conflict in Central America
along with the legacy of Vietnam: again, a touch of "social"
thIserYa?easr
as^wel6!
°f maj°r
^^ant
groups from
these
areas
as
well liV6S
as
China
would
be
appropriate
Additionally
some
mention
should
be
made
of
the
contemporary feminist movement and its influence.
As an overall

^erica^s

suggestion,

arrest

Federalist

I would recommend the

;tmtj°r

papers,^

and

Washington's"

inclusion

°ther writings
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f^ kV ' * Gettysbutg
Commonwealth
Club
Address
(ST'
^fevelt’s
Address, at least one of Frederick Doutrl
Inaugural
(or excerpts
from his
Autobiographv)9
and
°rations
King's "Letter from the Birmingham Jail '* loh
41 LUther
not only enhance
students'
understand^!a
tfh 4h dy uould
controversies,
style!

but

might4development
and
9
also
helP
improve
their

key
prose

my very ^enthusiastic support'°f449th
°nS' let me reiterate
applaud not
only the
h® f^ameyork as a whole. I
historical and geographic flcts and
Principles, but also the intrtdncfi
°f economic thought
Speakino
ft
would be enthralled to
L f a

4

detailed
study
of
fundamental political
of central principles
college professor,
I

Possessed of the body of knoJledn!
tf" ®tudents . already
Framework aims °to inculcTte^Sn^M understanding that
would feel much more confident
Speakln<? as a citizen,
I
knew that the next ae
/ my country's future if i
acquired this body gf knowledge as
ture civic activifv
z\o
^
s
observed (e g
f n !'• Aa numerous

4fCltf4S WOuld have
a foundation for their
scholars have recent tv

schoo?mpensate somewhat for the deffcien^0336 4dS typically
by
.curriculum through the cultutat "k
°f their Public
“o'5*""'3'
U

°UI

whil®g disadva'ntaged1
«■“»

their

tuu'^tfaTr’oJf

6

,
need
to
provide
the
sort
of
education
that
the
Framework promises.
I
heartily applaud the
Framework- and
^pe that it will be instituted throughout the Commonwealth.
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the June

Science

Draft

2nd DRAFT of

the

History

and Social Science Curriculum Framework.
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latest

C it is linked to

draft:

the

Common Chapters

of

will be able to see the relationship of
arching purposes

as

stated

C the document maintains
the April draft

Weaknesses of

US

in

the

the
the

Common Core.
discipline

Teachers

to
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over

common chapters.

History as

an

11th grade

course
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did

latest draft:

C poorly organized and difficult to
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read.
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When
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Q OV

civicreduchhS1S °f World history while marginalizing US History and
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rely upon p 10n* Advanced Systems of New Hampshire will undoubtedly
Sequence"

IV and V

"Core Knowledge"
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?°rts to allow

document
teachers «m

and the

"Scope and

design a criterion based test.
for "district decision making"

While
and

be at greata ln^ decisions about what and when to teach",
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IV and V.
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faith to craft a district

while ignorin°nhh"gUld:Lng principles and current best practices"
The Sh
clearly Prescriptive nature of Parts IV and V.
'C0*m0n core J
briefly consid
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ment on page 13

The dn!,

"Which of

C

them

ur

*rentlalS) are studied in depth, and which are more
S
ln their larger historical and geographical
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!n? v-

of the June 2nd Draft,

local

schools and teachers
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to determine"

lghly prescriptive and narrow nature of

C °ice" in the rr!?dti-1S^n0t credible inits vain attempt
st of mandating specificity .
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IV
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to advocate

tl
results Of
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:.v
As

4

)
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can pass

the MCAS

test without having any exposure

of American
American y^vcliuuw.x,
government, citizenship,
or political
. 1oc of
;iPleS
___
ufinCiPles
Century that Vipipvnanded
have expanded the definition of

•

of thQin the high school grade span that will be assessed in
nt

^

ishiP

\iZeU05f
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Grade 10.
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b

)

school districts will be

forced to purchase double

sets

of

textbooks for the two year World history mandate that
.,rld hist°ry
fies_ That is as rauch a -budget buster" as having to
-,5 draft sp ^ us>History books

as

jVe two s® ® ent textbook prices

range

the December draft would have
from 45.00-49.00 plus

8%

ire * The
Tne draft claims
__ that
_ two years of World history is
lipping „
t there is no citation to verify such a claim
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The document references

, lcation Reform Act of

:he n s2) which reads as
,ch

but

follows:

is

"

',l9che united States,

the Declaration of

Independence and the Bill

the Constitution of

intellectually,

and of

fitting

term" in the 12th grade and that
Science electives."

the

taught

as

morally and

The word

"shall"

specify a

"capstone course

the Spring term be used

Few public schools have a

History/social science requirement at

this

for

for

especially if

the

the

four year

time.

Most

the students are certified

school
that

for graduation

in April of the 10th grade by being well versed in World history.
is shocking and bewildering to see

the document offers

history of 3rd World Nations
marginalizes,

at best,

the

Scope and Sequence

section that specifies US History Core Knowledge
I am perplexed that

It

"the origins and evolution of

Constitution" merely footnoted in the Grade 11

fall

"Social

districts will not be able to afford the staffing necessary for
fourth year,

is

Such topics should be included PRIOR to

Grade MCAS.
The April Framework does

of

service and a

the pupils,

for the duties of citizenship."

mandatory NOT permissive.
10th

shall be

for the purpose of promoting civic

knowledge thereof,

law

including the constitution

commonwealth and local history and government,

greater

found

In all public elementary and.

and in all public high schools

required subjects

requirements

silent on current state

American history and civics,

schools

°E hts,

1993

specific content

from 1865-present.

specificity about

the

in the high school grade spans yet

the principles and values

America. Why so much emphasis,

specificity,

that are unique to

and directive about E

Pluribus and so little about Unum ?
d.)

by relegating

"electives"

to the Spring term of

^eat, popular AP electives such as AP Psychology,
ernment will suffer.

Economics,

Such courses cannot be taught

the senior

and

in one

emester. it is also bewildering that Economics and Civics and
vernment are

"standards"

yet they are not mentioned in the Core

Knowledge sections.
C As

Under

an American of Armenian descent,

9®no

"The human toll of

I

take offense

to

item 6.

(k)

the 20th century wars and

tL
. * eSf t*le ^°l°caust" Why specify the Holocaust without
edifying the Armeni an genocide, the Killing Fields of Cambodia,
etc.
order^0"

^ Which genocides

authors° ?repare students
that- ,

’

Was

^basSet R

(note the plural)

for the MCAS

?

better NOT be the Holocaust
fr»

would be

Clearly,
!

Wasn't

left out

according

this

in

to the

the document

u

,

e so reflective of concerns

raised at spring meeting at

character69^0113^ ^ocati-onal School that "teachers not be told which
s or events to study in fear or marginalizing all the

thus offending students,

teachers,

and parents

>cners
In conclusion I would urge
that

this may affect

duied on this draft.

I

that

this

draft,

as written be

the many summer workshops

realize

that

consultants

rejected

have been

have been hired

sC^e U
c^rhers how do implement this draft. However, a
vote on
t-n show tea'16th will not result m a changed curriculum for the 1997-1998
JUIie i
school year.
selected

ssignments.

i

t

is

too

by students

late now

for

and parents.

that

to happen.

Teachers

have

Courses
their

Budgets have been passed at Town Meetings

have

fall

and City

the scope and sequencing __ for grade 9 and 10
Council • Please, adjust
#
that less- emphasis is placed on World history, so that Chapter 71
so
S 2 can be complied with, and especially so that we balance the unum
with e pluribus.
Peter Manoogian

c/o

Saugus High School
Pearce Memorial Drive
Saugus, MA 0190 6
617-231-5041
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LincoJri'Sudbury Regional High School
390 Lincoln Road
Sudbury, MA 01776
January 5, 1997

Dear Ms. Beardsley,
I write on behalf of myself and my fifteen colleagues in the Department of
History and Social Sciences. Between us we have 277 years of experience, ranging from

39 years down to one.
Over its history our school has always sought to hire bright and highly trained
faculty, and to entrust them with the development and implementation of the
curriculum. As a result, we have created an unusual and diverse set of courses which
are highly successful- For these reasons we have never been enthusiastic about any draft
of frameworks for our disciplines, but we find what is proposed now to be antithetical
to our philosophy, our understanding of our disciplines, and what we think our
students need.
The latest proposal is an improvement only in its brevity. Otherwise it is
seriously flawed. The process by which it was precipitously created was flawed because
it exduded all but a few members of the Board of Education. It is flawed because
history and the social sciences, being the most political of all the areas covered by the
frameworks, are most apt to be manipulated by small interest groups. The process that
was followedagpearstojiaye been so manipulated.
proposals for grades 9-12 are also flawed for the following reasons:
L The curriculum is almost totally western in its orientation.
.
The curriculum is almost entirely political and economic, with
a token nod to geography.
3. The curriculum virtually excludes disciplines we offer such as
law, psychology, and art history.
4. The frameworks would make it impossible for us to offer AP
courses.
5. The frameworks reveal a focus on the US which amounts to hubris,
a concept excluded by focusing on the last 130 years only.
6. The frameworks ignore most of the major research and work done bv
historians in the past twenty years,
rks ignore the basic nature of history as a discipline.
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Massachusetts Councjl/for thfTSocial Studies
Caflyjane Watson, president

Dear Social Studies Department Head:
I am writing you in my capacity as President of the Massachusetts Council for the Social Srudies to
Ljrtjss our organization’s concern over recent actions of the Massachusetts Board of Education. Ac the
November 13th meeting of our Board of Directors, the following position statement was unanimously
adopted;

We, the Board of Directors of the Massachusetts Council for the Social Studies
(MCSS), do hereby declare that the decision and actions of the Massachusetts Board of
Education and their chairman at their October 21st meeting—that is, rejecting out of hand
the second draft of the History/Social Science framework and authorizing the
Commissioner of Education to appoint a committee of one to draft a content-based scopeand-sequence for use throughout the Commonwealth without commentary or input from
professionals throughout the state—violate the principles upon which we understood
educational reform in Massachusetts was to be undertaken.
We have no confidence in any approach that centralizes cumcular decision making
inio a one-size-flts-all mode without review from the professionals in the field and the
public whose children will be affected by this decision. Moreover, such a process violates
the established tradition of local autonomy in matters of curriculum implementation. We,
deplore the manner in which this arbitrary decision was made without notification to the
'writers of the revised framework that was rejected. We respectfully request an open
dialogue on this process and a return to the open and committee-based decision making
which was the mandate of the Education Reform Act as passed by the Massachusetts.
legislature.
The MCSS, representative of Massachusetts social studies professionals, stands
to assist the Board in addressing their concerns with the framework and in
evelop^g a document that can meet the needs of Massachusetts citizens now and in the
future.
direa the
Scnt
SLacement to the members of the Massachusetts legislature and urged them to
local school^SaC,^USeltS ^oar^
Education to return to the spirit of the Educational Reform Act so that
add your vo' SCnCLS Cajl £e.1 on
dieir work- Please share this communication with your colleagues and
kekkrnrr. iICS 03 ^ose String the Commissioner of Education, the Slate Board of Education, and their
Wrs know where they stand on this issue.
Carlyjane D. Watson

76th Arnual Conference' Washington, DC—November 22 - 25, 1996
Northeast Regional Conference on the Social Studies—March 5 - 8, 1997
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SOCIAL” STV/D1ES DEPARTMENT
MEDEORD PVBL1C SCHOOLS
489 Winthrop St.
Medford, MA.

jq.

Linda Beardsley, DOE Instruction and Curriculum

FROM:

Bevedy Nelson, Coordinator of Social Studies K-12

DATE:

January 2, 1997

RE:

Social Science Framework Draft

In would like to add the following comments to the enclosed Public Comment Form.
• the cut and past approach used to construct the document from the Virginia
Frameworks results in many standards that are not developmental^
appropriate. For example, out of the 18 learning standards listed for
grades 5-8, 11 are from other grade levels of the Virginia document
( 5 from grade 11,3 from grade 9, 2 from grade 10, 1 from grade 3)
• what is students in grades 9-10 are expected to accomplish is
unrealistic. They are being asked to complete 5 major areas each
of which warrants a full year of study for mastery. The Virginia document
has placed 2 of these areas- U.S. history and Comparative Government
in grades 11-12. Massachusetts is asking students to do in 2 years
what Virginia has spread over 4 years.
• the K-4 recommended curriculum ignores the “expanding horizon”
approach to social studies. This approach has been found by researchers
to be the most developmental^ appropriate for this grade level. Most school
systems throughout Massachusetts that have a coordinated K-5 program
are using this approach.
•the behavioral sciences are left out of the recommended course of
study. Most high school social science programs incorporate such disciplines
as psychology and sociology.
the skills that students are being asked to develop are in most
cases are not higher level critical thinking skills. An examination of
ne verbs used in the document shows that we are asking students
o describe and identify too often. Research shows that this type of rote
emory knowledge once learned is quickly forgotten.

• the document does not seem to align with the Common Chapters.
It was my understanding that the Common Chapters were
to provide the underlying core for the discipline specific chapters.
Where are the interdisciplinary studies? Where is the quest for
depth over breadth? Is the social studies framework a stand-alone
document?
_
• because this new draft calls for many changes in the existing curriculum if
implemented this framework would require large sums of money
to purchase materials for new courses and reorder the grade level
of existing courses. My estimate is that I would need at a minimum$50,000 to
finance these changes. My present budget is $7,500 and the
socioeconomic nature of the community realistically can not
fund the needed changes. Unless the state is prepared to give financial aid to
the poorer communities, we will widen the gap in inequities in student learning
among school districts that educators have been diligently trying to close. This
will in turn be reflected in test scores on the MCAS. By requiring such
massive changes in current curriculum will be be creating an undemocratic
document.

Based upon these reservations I recommend that the social science draft be revisited
by its authors.

YoU

remember,

may

we

first

met

at

West

Roxbury

High

School

during

the

ages df ddvelcrpnfehtr^ of 'the frameworks r—sincre^rhat 'time, 'I have

[ly bed to follow the process

of

frameworks-building

closely,

in

j in^ setts and nationally.
At the time we met, I was extremely impressed
Ma^e state’s commitment to involving a wide variety of educators from
p

j^iic schools

^ works.

line

and higher

As

of

Process

chat it “is

indeed

the

education
developing

talking

\q to do,

trying new assignments

each

further discussion
frameworks

wever,

lakness.

other

about
out

refining

frameworks

of

the

it

proceeded,

became

what
in

of

students

diverse

ideas

should

know and

classrooms,

that

is

just

as

be

and-reconveing
important

as

frameworks

educators.

Thus,

if

\
This

these

idorsement of

the

t this reason as

ge the Massachusetts
return

to

the

I

of

developed

are

passed

frameworks,

related

to

Education_to

redraft _the

and

their most
as

ones

"owned”

we

that

are

do

Senior

iston College Center

to

the

themselves,

frameworks

reject

frameworks

the

in

in_the

accordance

ston College,
Cranston St.,

Campion Hall,
Jamaica

ne Wheelock

ston, Massachusetts
eelock@shore. net

Chestnut

Plain,

MA

Hill,

02130

MA

(home)

and

Education

02167

(work)

I

frameworks
practice

with

Program Associate
Evaluation,

the

inform.

proposed

grounded

not

have

they are meant

cited.

for Testing,

left

not

ispectfully submitted,

ne Wheelock,

by

serious

written,

but

consensus—building process
and

have

those

whose—teaching

those

Board

exemplary teachers,
mr principles

as

not

may ultimately be

narrow

educators

well

are

frameworks

ly with two unnecessarily

tright,

the

development

themselves .

the proposed

ssachusetts

and

the

process

ear
teachers

to

in

Policy

the

uM

fTHi
Robert V. Antonucci, Commissioner of Education, DOE
i

QM:

Deborah C. Loomis, World Cultures Curriculum Director,'
Marblehead Public Schools

iTE:

1 /6/97

JAM - T n;'T

i

The H story and Social Science Curriculum Framework Draft
Thank you for the opportunity to offer comment on the most recent draft of the framework!
Rowino discussion of the draft with district administrators and the high school social studies
Llty'fsince we only received the framework January 2, there has not been time for discussion vj/ith
facultyl), w ould like to offer the following thoughts and suggestions:
the original draft (spring, 1995) of the social studies framework, our district completely
social OIUUICO
studies topics
ini order to:
:«U bur
UUl OUCiai
iupiv-o at
at each grade level u
I
Organized
devQte sufficient time to the study of previously neglected areas of the world such as Africa,
India, and South America
—
include in-depth study of Massachusetts at the elementary level as well as in later grades
place s :udy of ancient cultures, European history, and philosophy in later grades where j
students' abilities to work with abstract ideas in meaningful ways is likely to be sufficient for
that content
Following

>

refore it is extremely dismaying to observe:
the absence of material and emphasis on non-European areas of the world, especially after the
earlier drafts of the framework so nicely emphasized a full understanding of all global areas.
I

|

emphasis on "coverage” of all times and all places at each grade level, which produces the
predictably attendant problem of how to squeeze it all in. Particularly, the framework draft seems
lo solve that problem by squeezing what has traditionally been the whole high school social
studies content into the 9th and 10th grades in order to “make room” for the work on modern
BolutS
Te traditional approach often doesn’t “get to”. Obviously, this unrealistic pafber
Ls ac?n ir U Very real prob,em underlying the “coverage" approach has little value to those| of
tatori
• i 'cbin9 the material. Unfortunately, the conclusion drawn by one of our European
|nfem^tWaf' ' think WG shou,d 9ive (the framework draft] no credence - it’s crap!” This
loncurren' rnmark comes from a very thoughtful and reflective teacher; the entire department
reflection W su99©sted 1 quote his comment in this memo because it was such an accurate
I
ot the department’s consensus.
|

|the

•resent
co nseclu a nee of the "coverage” approach, which is the dogged determination jto
vork. For exa regardless of whether the students are developmental^ ready for such in-depth
oritical'anH813^ t0 exp0Ct fourth grade students (or younger ones??) to understand what
horeau1^ u,r;S0C,al cu,ture is- never mind be able to analyze the impact of Henry David
u * writing on it?
T
i
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The Bill of Rights Education Project
99 CHAUNCY STREET SUITE 310 BOSTON MA 02111
(617) 482-3170 x 314
Fax: (617) 451-0009

Nancy Murray
Project Director

January 6,1996
Linda Beardsley

DOE
Instruction and Curriculum

350 Main Street
Malden, MA 02148
Dear Ms. Beardsley/
1 just had a chance to see the draft Massachusetts Curriculum Framework
for History and Social Science and my jaw dropped. I hold a Ph.D. in Modern
History from Oxford University/ so most of the topics were familiar to me that
_ are here proposed for Grade Five through Grade Eight!
If these frameworks are adopted, I predict that history/social
sciences/civics will be flattened into a version of Trivial Pursuits. There is no
way that these subjects can be taught in a meaningful way at the proposed
grades. No doubt considerable learning could take place around the suggested
issues for research and discussion — but when? I don't see any time to do more
than teach students to parrot responses to who did what when style questions.
This would make a great undergraduate curriculum — no doubt Boston
University offers courses along these lines to its US history students. Is this the
best way to get our children to understand the relevance of history to their lives?
Sincerely,

BiH of Rights Education

A PROj KCT OF THE AMERICAN

CIVIL LIBERTIES UNION FOUNDATION OF MASSACHUSETTS

boston public schools
Si eta

5m Cb
Sidney Smith, Director
i-riculum and Instructional Practices

Linda V. Beardsley
Massachusetts Department of Education
Instruction and Curriculum Services
350 Main Street

Malden, MA 02148 (fax: 388-3396)
January 6, 1997
Dear Ms. Beardsley:

_

' _

.

Vm writing now to highlight my strongest reactions to the History and Social Studies
Framework. I will attempt to be brief.
_
LI appreciate the clearer organization of content This helps teachers to know what they are
responsible for by grade band.
2.1 also appreciate the division of U. S- History content into a multiple year approach.
3. Though the organization is an advancement, and though U. S. History is broken into smaller
elements, the content remains overwhelming in scope. This is almost unavoidable given the
breadth of history and social studies. However, in order to help districts prepare for the state
assessments, it’s important to help us know what are the most important ideas and concepts that
every student must understand and be able to think, speak, and write about in some depth.
4. In line with #3, I’m concerned that there isn't a greater emphasis on the "big ideas" (e.g.,
immigration, democracy, colonialism), with the content across the eras used to highlight
examples of the ideas in action (and in historical context). If Tm a teacher, I need to know what
the most important big ideas are. I also want the "key questions" students should be able to
answer when they are finished with each year of study. These questions should call on students
to respond to and reference the content in a thoughtful manner.
5- Also in line with #3, the framework does not sufficiently delineate the skills students are
expected to develop (and teachers are expected to teach) at different grade bands, so students can
think, speak, and write about the content in a thoughtful manner. It also fails to identify the
types of products students should be able to complete (c.g., position papers, debates, research
Papers) at each grade band, through which students use these skills to demonstrate their
understandings of the content. Students need to da something with the content that's both
thoughtful and meaningful to them. The framework fails to emphasize this appropriately.
6- 1 m also concerned about the absence of any emphasis on "making connections" across eras,
and particularly from the past to the present Students need to make these connections to truly
understand the content in any larger context Again, this is particularly associated with the big
tdeas and key questions. Students begin to understand colonialism and economic expansion
Uor example) when they can make the connections between Columbus (and other explorers
26 Court Street, 6th Floor, Boston, Massachusetts 02108 (617) 635-9413
Fax Number (617) 635-9704
"llr,]

o»o,f
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representing different countries) and contemporary events (e.g., the efforts of multinational
corporations). Making these connections also helps them to begin to answer key questions like,
"What are the motivations behind these movements?", "What arc the costs?", "Are they just?",
"Are they inevitable?", "What positions should we take?", "What, if anything should we do?"/
7. There is one particular "big idea" I'm concerned about that is not sufficiently highlighted in the
framework. The framework does not put enough emphasis on developing an understanding of
the role of colonialism, slavery, and technology on the economic development of Europe and the
United States, the enduring impact of colonialism and slavery on the people who were most
effected, and the resilience of the survivors and their progeny. This is central to our current
economic and social structures and challenges, and it needs to be increasingly highlighted in the
frameworks, I believe it should be one of the "big ideas" all students must understand and be
able to think, speak, and write about in some depth.
- The framework does reference 18th century European imperialism. Though a step in the right
direction, this is not sufficient ~
8. Finally, given the scope of the content, a lack of focus on the most important ideas, and the
omission of a stronger inquiry approach built around key questions, I fear these frameworks arc
doomeckto fail where they are most important...in the classroom. The frameworks will lead to
a pedagogy focused on the rapid coverage of content, with little rime for thoughtful engagement
with the important ideas and perspectives embedded in the content There will be no time to
wnte thoughtful essays, to discuss and debate important ideas and decisions, to spend the lime I
always desperately wanted to have to understand history and social studies rather than merely
recall jt for the test on Friday. Students (and many teachers) will not be any more excited about
^f °ryTf^d tsocmlstudies (or the teaching of history and social studies) than they have been to
uaie. it just won t work.
Board's resDon^tn
y,°U
on ** document and I look forward to the
ara s response to all of the feedback that has been received.

P-S. This is my personal
response to the framework. It is not intended to present a district-wide
position.

Thomas Payzant
^ary Brown Daniels
Walter Lambert

TOTAL P.03

5 Fifth Avenue
Northampton, 1
January 5, 195^
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Linda V. Beardsley
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Massachusetts"Department

of Education
Instruction and Curriculum Services. 35O Main Street
Malden, MA 02148
/

Dear Ms. Beardsley:
I am writing to comment on the newest version of the Massachusetts History and
Social Science Framework. I served as the chairperson of a Curriculum Frameworks
Study Group in my district (Longmeadfcw) two years ago and am appalled-^ what has
become of the document. When our study group reviewed the Social Studies
Framework, our district was in the process of developing our own K-12 scope and
sequence. We naively thought that our timing was perfect, as we had the opportunity
to make sure that our district scope and sequence matched the guidelines offered by
the Massachusetts framework. We appreciated the sound educational philosophy
behind the framework and found many aspects of it both inspiring and challenging.
The first draft gave students the opportunity to ask questions, to explore, and to make
connections between social studies and the world in which they live. It also
empowered local districts to develop their own scopes and sequences with regard to
content placement. The Department of Education repeatedly assured us that the
frameworks were merely a guideline for our own curriculum development, and were in
no way a “prescription."
The newest draft has thrown to the wind all that was good about the original
framework. It is an extremely prescriptive scope and sequence that destroys almost
district choice in curriculum development. It is almost entirely traditional and
seemingly text-book driven; it could almost be a compilation of text book tables of
contents. It attempts to “cover” a great deal of material instead of allowing students to
uncover” meaningful content, in direct contradiction to the stated goal of the original
amework. Tire content to be “covered” is notably Eurocentric. The document fails
mention students constructing their own knowledge or being active learners. I get

impression that the students will be passive regurgitators of facts. It does not
enc°urage (or inspire) connections to current events, students’ communities, and
j^ent
issues. It does not appear to be very compatible with block scheduling,
which inanv district*; are p/vnpnrnpntincr

Pp.rhans wp Iipvp annp from nnp extreme

document. I would have expected educators of social science to be more able to
negotiate differences to forge compromises.
Meanwhile, Longmeadow has completed its K-12 Social Studies Scope and Sequence The scope and sequence was written by a team of teachers from all grade levels.'We
used many national curriculum standards as guides. Last year we piloted the program
and bought materials. This year the program is in place throughout the district.
Teachers are excited about the program that they developed, and the student response
is veiy positive. The three year process of developing and introducing a new scope
and sequence was very rewarding. The new Massachusetts History and Social
Science Framework threatens to undo much of what we have accomplished in the past
three years. Our curriculum is very content rich and does include most, if not all, of
the topics listed in the Framework. Yet, at some grade levels, the content emphasis
does not match the Framework designations. But that is not what bothers me most
about the document. We arrived at our scope and sequence through months ofpainstaking deliberation and research. We have invested a lot of time and money in our
new curriculum. We have located many resources (not just text books) to support our
curriculum. We have ownership of our curriculum. The Department of Education has
negated and insulted our efforts with its prescriptive scope and sequence.
Furthermore, the Department of Education has so completely reversed its goals in the
* rarnew°rk ihat one is much less inclined to take the Massachusetts Department of
Education at its word.
Ironically, the process for arriving at the Social Studies Framework has become less
and less democratic. The process originated with a team effort, to which local study
groups gave feedback. Now it seems that hasty decisions are being made by a few
mdividual s who are no longer in the classroom. If the new Framework is passed as is,
rexal districts will have lost control of their own curriculums, and teachers andstudents
both will have diminished opportunity for creativity, exploration and ownership of
social studies. I hope Massachusetts does not make this mistake.
Sincerely,

Shelly A. Warren
Social Studies Teacher,
Longmeadow High School
%
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Scope and sequence K-12
I Curriculum Strands - horizontal thread
Most of these come from the national social studies standards project
a. Culture and Cultural Diversity
b. History: Time (context), continuity and change
c. Geography: people, places, and the environment
d. Self and Family: individual development and identity
e Interaction of the individual with groups and institutions
f. Economics: production, distribution, and consumption
g. Government: power, authority, and governance _
h. Science, technology, and society
i. Global interdependence
j. Civic ideals and values
—=
k. Conflict resolution

II Content focus by grade level - vertical thread
Kindergarten
The kindergarten social studies program begins with the "self."
Activities in developing self-esteem give the child a solid basis to explore the
"family'’ in all its diversity. Each child will share the special qualities of
his/her own family, and develop a solid understanding of what it means to
be a "friend.” Well developed social skills are a foundation for all future
school experiences. Helping children learn how to solve social conflicts in
positive ways is a major key in building this foundation.
"Community helpers" will also be a focus in the kindergarten program.
Children need to be aware of what workers in the community are important
to their health and safety. As children explore the "self", the "family"/
"friends", and "community helpers," exposure to these themes using
children/families from all around the world will bring the message of
diversity and multicultural awareness to the social studies program.
Grade 1
The first grade social studies program will be an extensive study of
American holidays, including but not limited to: Columbus Day;
Thanksgiving; Martin Luther King Day; Presidents’ Day(George Washington
^nd Abraham Lincoln); Veterans’ Day; Memorial Day; Flag Day; and
independence

Day.

Our nation's vast cultural diversity has enriched us with the
celebrations of Chinese New Year; Cinco de Mayo; Kwanza; and other
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holidays that are celebrated by students in the class. Teachers are encouraged
to use community resources such as parents, high school, and college
students to assist in teaching awareness of these events.
In addition, students will focus on the basic elements of human
culture: shelter, foods, clothing, tools, jobs, means of transportation and,
where appropriate, basic services.
Grade 2
It is reognized that the most critical curriculum responsibilities in
grade 2 deal with the development of language arts and math skills. The
social studies curriculum in grade 2 is enriching to this basic core and will
often be taught in an integrated manner with language arts.
The second grade social studies program is primarily a study of the Native
Americans/Indians -who lived in North America before the arrival of
European explorers and settlers. 1^ order to have a more accurate
understanding of Native Americans than is usually portrayed in medSt stereotypes students will use the basic elements of human culture that were
examined in grade!, to look at the similarities and differences that existed
among the Tribes. Materials that are highly visual and hands on, as well as
the literary genres of legends and folk tales, will be used. The content can be a
medium to learn reading and writing as well as providing linkeage to science
with an emphasis on the Native American attitude toward, and interaction
with the environment. Additionally, children will learn basic map skills.
Special subject teachers, particularly art and music, will provide suportive
lessons to enrich the program.

Grade 3
Grade three begins with an exploration of the common elements of
"Community." A natural link to science occurs when the children also study
animal communities. The entire study of communities is also easily linked
to language arts and special subject areas. Integrated efforts are encouraged
where appropriate.
Children will understand that a community is a group with a common
place, purpose, and experience. The child's classroom, school, town, state,
and coumtry all provide him/her with a spirit of "community."
Communities have rules (government), resources (ecology, goods, and
services), and a daily life (econimics, language, jobs, etc..)
Next, the children will map their local community. They will learn
the land forms, natural resources, and topological map of Longmeadow. The
children will then study the history of the Longmeadow Springfied area, how
and why it was settled, and how daily life, goverment, and economics have
changed over the years. The children will study Stephen Williams and other
noted citizens, the original settlement along the Connecticut River, the
relationship between the settlers and the Indians, the move " up the hill", the

3
xpansion of the town and the eventual split between Longmeadow and East
longmeadow. Field trips to Storrs House and the green as well as the
cemetery are encouraged. Contemporary Longmeadow will then be studied
including our form of government, the current Longeadow map, and current
issues in the town.
—
_
. - . ".
Teachers will then choose three of four communities for students to
examine using the understanding developed during the first part of the year.
The four communities include: Montreal. Mexico City, Nairobi, and Tokyo.
Students will look at the similarities and differences of the three that are
chosen. Once again integrated and hands on activities for students are
encouraged. Students understanding of the city communities will be further
enriched by looking at the geography of the continents and nations in which
the cities are situated.
- The fourth community, as chosen by the individual teacher, will be
examined in some depth including a look at the rural areas around thecity
and the culture of the country to which this community belongs.
Grade 4

_

The fourth grade program will have two major sections. The first part
will study the current regional geography of the United States and the second
will focus on the national government.
By studying our country from a current geographical perspective we
will be able to see how the physical environment,,with its climate, land
forms, and natural resources affects the movement of people, goods, and
ideas. We will use this perspective to examine how geography influenced the
economies of the inhabitants and the political characteristics of an area as we
question why people live so differently in the various regions of the same
country. Utilizing this vantage point, we will learn about people who
adapted to a particular geography and their struggle to make a home. The
questions of how. what, why, when, and where will help students to view
those individuals who came to a region, settled, and eventually formed
communities.
The cultural diversity will be evident as different groups with varied
uuuc and religious backgrounds migrate. Groups studied will include
rVlIh '4irner'cans who inhabited the various regions. It is hoped that the
AUdren will recognize the richness these differences bring to us as a country.
with hT StUdy °f the differem areas of *6 United States will culminate
* students learning about our national government. The study of the
eariip ranches of govemernment will be enriched as students draw upon
r®Slonal studies to see how representatives from the various

'

Wafh PUlCa ar6aS brins a variety of needs and special interests to
interP^St°n' 71X6 challenges that these regional(not individual state)
Many wonTT, ^ *e national Merest will a main focus for the students.
*is latter s Jd
c,PPortun,t>r for ro,e P'^S and integrated learning exist in
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Grade 5
The grade 5 curriculum will begin with an understanding of diversityandean exploration of the multicultural aspects of our society. Students will
then have an in-depth study of the historical process by which our society, as
currently constituted, came into being. Through the use of biographies,
journals/diaries and other similar sources, students will "post hole" through
a social history of the United States that will bring them back to the beginning
unit. The "post holes" that have been selected are as follows:
1. Colonial life - Society from the foundation of the colonies to the
emergence of the U.S. as a nation, including the largely northern European
immigration, will be explored.
2. Pre Civil War Society - Regional comparisons will be made from the
beginning of the nineteenth centiuy through pre civil war America. The
study of the north will focus on the impact of industrialization and —^
unmigration. The study of the south will focus on the agrarian society and
slavery. The study of the west will focus on frontier life in the old southwest,
the old northwest and the land gained from the Louisiana Purchase and the
Mexican War.
3. The new immigration - This era will highlight the impact of the
large wave of immigration from Eastern and Southern Europe in the late
eighteenth century and the early nineteenth century.
4. The changing role of women - Beginning with an historical look at
the women’s suffrage movement, this unit will focus on the changing role of
women during the decades of the 20‘s, 30‘s , 40's, and 50's.
5. Civil Rights * This unit will focus on the civil rights movement and
its impact on society especially in the 50's and 60's. It will also examine the
experiences of African Americans after the Civil War.
6. Recent Immigration - This study will focus on the wave of non,
European immigration that began after World War II and continues today.
Grade 6

-

In grade 6 students will have the opportunity to leam about the influence of
tne environment upon a civilization. They will leam how geography can
shape the development of a culture and in some cases be a major factor in its
decline. The elements of culture will be examined through the eyes of an
average citizen. Students will know what the daily life of the average citizen
was like, the ethics and beliefs that guided each person, the economics that
impacted upon this citizen, the social institutions that affected him or her
during his or her lifetime, the forms of communication that were available,
and what technology he or she used. Using this dual focus of geography/
environment and culture, students will compare and contrast life in the very
early civilizations of Egypt, Mesopotamia, Sub-Saharan Africa, South and
Central America(Mayan/Inca), the classical period of Greece and Rome, and

5
through the Renaissance. Students will be able to see what life would
have been like for them if they had lived in these times. Because it is a social
rather than political history, this course is well suited to a broad thematic
Furope

approach.
Grade 7

Xhe seventh grade program of geography education will provide
students with the perspectives, information, concepts and skills to
understand themselves, their relationship to the earth, and their
interdependence with other peoples of the world.
The course begins with a study of physical and human geography
emphasizing land, climate, vegetation, population, culture, resources and
land use. Geographic inquiry helps students explore the relationships that
develop as people respond to and^shape their physical and cultural
environment. Within the learning framework of the five themes, students
will compare, contrast, and comprehend selected regions of the world which
include Latin America, East Asia(China and the Pacific Rim), the Middle East,
South Asia(India), and Africa.
Grade 8
The eighth grade social studies program will begin with a half year
examination of the Colonial Era (1620-1770). Some ideas that will be explored
are: how political, economic, and religious institutions emerged in the North
American colonies, how slavery reshaped European and African life in the
Americas, and how diverse cultures evolved in the colonial regions.
The philosophical roots of democracy, including the ideas nf T nrVp

Grade 9
The grade 9 program will consist of a variety of semester electives.

and Tnrl*

t

1

-i.vu.uifc:, v^reec

hkJ
,' “ concIudes with the medieval period,
ncal and cultural links throughout the world.
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Beginning with the transition from the medieval to the modem
period, Modem Global Studies will focus on the connection between the "old
world"(Asia, Africa, and Europe) and the "new world"(North, Central, and
South America). The course deals with the many revolutions and examines
key historical and cultural events up to World War II.
Domestic and Foreign Issues will cover current critical issues confronting the nation and the world.
Grade 10
This first half of U.S. history will begin with a review of colonial
America and move through an in depth study of our history to 1898. The
causes of the revolution and the development of industrial America will be
the historical parameters within which the course will operate. The study
will include political, social, diplomatic, and economic components.
Grade 11

~

U.S. History II will be a study of the U.S. from the Spanish American
War through the twentieth century. The study will include political, social,
diplomatic, and economic components.

—

Grade 12
The current electives in grade 12 will be maintained with a blend of
semester and full year electives. The half year electives will include: Mass
Media will focus on the skill of being able to ascertain the validity of data
coming through the various media sources; Constitutional Issues will be a
law course building on the work done in grade 8 and grade 9; Sociology will
be an in depth study of the components of society that have been used
throughout the K-12 program as a major strand; Psychology will be the study
of the complexity of human behavior; Economics will be a study of the
market system and its relevance to citizens.
Full year electives include European history, both college preparatory
and Advanced Placement, and Asian History. Both European History courses
will be in-depth studies of Europe from 1450 to the present. Asian History
and Cultures will be a study of China, Japan, India, and S.E. Asia.
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Massachusetts Association of School Superintendents, Inc.

M. A. S. S.
December

30, 1996

Dr. Robert V. Antonucci
Commissioner of Education
_
Massachusetts Department of Education
350 Main Street
Malden, MA 02148
Dear Commissioner Antonucci:

♦

On behalf of the Massachusetts Association of School Superintendents I am writing relative to
the recentlyj-eleased Curriculum Frameworks in English Language Arts and History Social
Science. We appreciate the effort that has gone into the creation of these documents and the clear
attempt by the department to provide frameworks that are specific enough to allow school
districts to adjust curricula and prepare for the new state assessments.
In regard to the English Language Arts Framework, we simply wish to reiterate our
understanding that the reading lists are indeed "suggested” reading lists. The anticipation is that
students will not be held responsible for factual data from any individual book or author. We
anticipate that assessments will be developed that allow students to answer questions or provide
responses based on whatever books or authors they have read from the suggested lists, or other
similar literature. We believe the selection of specific reading lists should be left to individual
school districts.
In regard to History Social Science, we are concerned by die apparent lack of exposure to world
cultures. We would suggest revision to provide a more diversified framework with an increased
mpnasis on die study of other world cultures.
® ook forward to working with you and department staff in assisting school districts to
erstand the new frameworks and infuse them into existing school curricula. We anticipate
to enTSIStanCe m providing to*5 professional development opportunities needed by school staff
ure a smooth transition to these new frameworks and the new state assessments.

lilii^COLN STREET, SUITE 6L, BOSTON, MA 02111

617-451-1151
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inda Beardsley
>H Instruction and Curriculum
150 Main Sl
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INSTRUCTION & CURRICULUM
SERVICES
xr Ms. Beardsley:
4
"
mos* recent draft of the Massachusetts HisUrry and Social Science Frumeworka and the proceed
'htch produced it arc seriously flawed for the following reasons and more:

The History and Social Science Frameworks reads like a course outline. The state should in no wav be
nung specific K-l_ curricula for towns and cities to follow .This contravenes the intent of the 1993 Ed
norm Law that frameworks were not to be so specific thai local towns and cities would lose their
Lulonomy to control , at least to some degree, the curricula within their schools.
The "suggested* curriculum is far too eurocentric. We live in an ethnically ^racially, arid culturally
ivcrse country and world. To be sure, the U.S. an^ Europe are very important in history. So arc
mdin(never mentioned once in the draft), African nations, and China, as well as all of Latin and South
America, l he biggest problem experienced in this century has been lack of understanding between dilTerim.
Sri
lT^‘W^ridr ^ thc.Vctt of™1{_1?fls and millions of lives and expenditures or untold billions
h
/orldwidc. This draft does little or nothing about addressing the understanding of cultural differences.
Jrtf1bfUt ^1ping 8tudcnts be^mc wcU informed participating citizens in a democratic
^ dcmOC/^c Iff^ngs that have happened in this slate recently have involved
nth
rr Q i ^
m^6t rcfcri1 draft
the History and Social Science Frameworks.Having three people
bypaf ti?e ™ork of hundreds of teachers and educators from around lhc^P
-tinmenwealth and produce what looks In be the table of contents from a world history text of the eariv
J5? *15 1 ^dlcrulf •■ lt certainly isn't democratic. If the Board or Education ever wanted studentfto
^
nderstand how democracy works, they most assuredly will geL an opportunity. The grounds we II of

- —«*■«

c

JL 4.U-

andSoc:d
Frameworks incorporates a conceptual and
sadin0 level of expecUUon that all educational research advises against Research bv Dsvcht&it*kte
lrtthCT<Th^tnnwJOnty °f eVe r Wgh *choo'(9-12) students rtill cannot effectively hmdfe concepts.
“2 at* e cTemeZ^ Wrl"
‘TJT, ^ ^ ^Work.s require students to handle P
tse massive compression ^.bIem7RTyou^gZZe^ S'mPly U> ^ the requi-red r“ding wi"
fJ *S thatrthis re**™ draft of the frameworks is all about standards,

^B^doriZd’lv T2’l~
issroom

knows

very specific

,

to‘he ProceSscs by which students learn. Thedraft handed ^

m
h'k SU¥eStCd aPPK*he?.to 'anting based upon the very latest
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Social Studies Teacher and Depl. Chair
/ Ct^^t Middle and I Iigh Schools
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December 31, 1996

Dr Robert V. Antonucci
Massachusetts Department of Education

350 Main Street
Malden, MA 02148

-

_

Dear Dr. Antonucci:

I am writing to you concerning the newly revised History and Social Science
Framework. I have taken some time to review the document and am deeply
concerned about what I see.
First, as a member of one of the iarlier focus groups, l have to object tgdiow this
most recent draft of the framework was developed. This new draft was created by
three people who, I believe, are out of touch with today’s students and their needs.
What was wrong with the previous drafts? For nearly three years, social studies
teachers, school administrators, parents, students, college faculty, and other experts m
the field across the state engaged in a process of dialogue, review, and revision. The
earlier framework represented the best thinking of a wide diversity of people who are
deeply engaged in the work of teaching children. Why do these three people think
they know better than thousands of educators across the state?
Secondly, the new framework eliminates the critical sections on Core Concept,
Guiding Principles, Habits of Mind, and Skills. The Department of Education was
offering some leadership in addressing effective pedagogical approaches for the
teaching of social studies. The new framework will effectively force teachers to revert
to the “tried and failed” technique of the broad survey approach with rote memorization
ot facts and events that are unrelated to important themes and concepts. I am very
disturbed by this. After teaching social studies to middle school students for thedast
even years, I have come to understand how critical it is to engage, excite, arid
draft
by bein9 able to study key eras and issues in depth. The earlier
betw
5 ramework acknowledged the tension all good teachers struggle with
ween depth and coverage. The new framework completely ignores it.

Tf9f!

st,udents

proviriPHhird'thr0Ugh the Strands and Key Questions, the earlier draft of the framework
lives irl , C°^ZUCt °r teachers t0 make connections between the past and students’
imnortpn ^
the researcb on effective education I have read points to the
not mean = students findin9 meaningful connections to their own lives. This does
sex, drunitS !°m! conservatlve- ri9ht wingers would like us to think, that we teach
for examnio , r°Ck fnd rolL 11 does mean that as we study the American Revolution,
both pers^nsiiu exPlor® !he
of self-determination and relate it to our own lives,
personally and politically.

Finally, I teach a racially and ethnically diverse group of students. The earlier
draft of the framework helped teachers understand how important it is for students to
see and hear their own stories in history. The new framework, however, harkens back
to the 1950’s in terms of defining history and world civilizations from a white Euro¬
centric viewpoint. I can’t believe that we are still fighting for a history of inclusion in the
year 1996. While this may easily be dismissed as political correctness, I argue that it is
critical to our democracy to have our students understand the diversity and complexitv
of our history and the cultures of the world. I also argue that it is more effective. When
students see themselves in history, they engage in learning with a whole new viaorand rigor.
y
The new History and Social Science Framework is a disaster, both in terms of
process and content. Why were the earlier drafts rejected?
Sincerely,

7th and 8th Grade Humanities Teacher
Graham and Parks School
15 Upton Street
Cambridge, MA 02139

Lr
Dr Gerard M. Koot. Chair History Department
f508)
'

University

999-8301

of

Massachusetts

Dartmouth
FAX (508) 999-9125
...
E-mail: gkoot@umassd.edu

North Daft<nouth
Massachusetfe^X22747
USA

UMass
Dartmouth
-1
i

December 12, 199

The Honorable Thomas Birmingham
State Senate
State House 213
Boston, MA 02133 ~

_
-

f
Dear Senator Birmingham:

The current controversy over the GED examinations is indicative of a larger problem
with the new Board of Education. It appears that the GED exam issue was raised by
Dr. Silber in order to cover the fact that his own Board has disrupted a three year
effort to create a History and Social Studies Framework which was very close to
bearing fruit. The new Board disrupted this process and is now faced with the
prospect of not having a framework upon which to base meaningful tests for our .
students. A similar problem has occurred with the English framework and they have
threatened to reopen several other framework discussions. Hence the desperate effort
to substitute a GED exam.
As a member of the Massachusetts Framework Committee for History and Social
Studies, as well as a member of the Assessment Committee for History and Social
Studies, I urge you to take a more active role in rescuing educational reform in the
Commonwealth from this inept and ideologically radical board of Education and its

erratic chairman. I have enclosed a letter I wrote to Dr. Silber and the Board outlining
my concerns. Thank you for your support of educational reform and your attention °
t0 mis matter.

Happy holidays.

Sincerely yours

Dr- Gerard M. Koot.

Dr. Gerard M. Koot, Chair
History Department(508) 999-8301

University

of

Massachusetts

North Dartmouth,
Massachusetts 02747

Dartmouth
FAX (508) 999-9125

USA

UMass Dartmouth

December 11, 1996

—

Dr. John Silber, Chairman, and Members of the
Massachusetts Board of Education
350 Main Street
Malden, MA 02148
Dear Dr. Silber:

^

As a former member of both Massachusetts History and Social Studies '
Framework Committees, I have been watching the Board of Education's
policies on the History and Social Studies Framework with increasing
apprehension. After the Board of Education's summary rejection of our Draft
History and Social Studies Framework in October, and your further rejection
of another draft in November, I must reluctantly conclude that you have
decided on an authoritarian approach to curriculum reform that rejects the
teacher centered educational reform movement Massachusetts had embarked
upon as well as the advice of national professional associations in history
and social studies.
The draft framework submitted to the Board was a product of genuine
educational reform. Over a three year period, two committees, consisting
largely of K-12 teachers, gave freely of their time to study frameworks from
other states, national standards, and scholarly studies. They also investigated
the best practice of their colleagues. Focus groups consulted parents, the
public, and school administrators. Extensive public comments were solicited
and the document went through many drafts. When the current Board
named a smaller committee in the Spring of 1996 to rework the 1995 draft,
this committee responded to the criticism offered by the Board. The new
committee, with six new members named by your Board, submitted a new
draft on a tight deadline. It did so without benefit of a full-time writer
assigned to the project and it did so on a tight schedule.. The Committees did
what they were asked to do. The draft produced was not perfect but it was a
framework upon which school districts could build a curriculum that is in
harmony with the major national History and Social Studies frameworks
produced by the disciplines. The draft produced for the November meeting—a
draft that built upon previous drafts and was much improved by the work of
Paul Gagnon, who has a national reputation in history education--was a
much improved document that'Could have been further modified. Instead,
the Board has now abandoned the entire process.

1

Comments at the Board meeting in October and November suggest
that vour Board does not now want a framework but will instead adopt a
narrow set of learning standards. The latter are indeed widely available in *'
anv standard set of history and social studies textbooks. The Virginia
framework, held up as a model by Board members, is not a framework for
curriculum reform but a simple-table of contents of the major topics to be
studied in history and social studiesr Indeed, our draft framework contains
such a list for history and it would not be a major effort to add such a list of
topics for geography, economics, and government. The California history
framework, mentioned by you as another model, is indeeda superb
framework for history and social studies. It was the product of a far more
expensive and extensive effort than ours and included many teachers among
its authors. Our own modest effort in Massachusetts had the potential of
being another exemplary framework provided that the state allow us to
complete the task and that it provide modest resources such as a full-time
writer. Instead, you have apparently chosen to dismiss our efforts out of
hand.

We were willing to work o* this project because we believed
passionately in a model of educational reform that started with teachers and
that would succeed by teachers implementing the framework’s principles by
_ building curriculums in local school districts. The Board's gratuitous
rejection of our three year effort was done without even giving those who
wrote the framework an opportunity to speak at the Board of Education's
October meeting. We do not believe that simply adopting another state's
framework will promote educational: reform in the teaching of History and
Social Studies. We also do not believe that your proposal to hire a writer to
single-handedly produce a History and Social Studies Framework for
Massachusetts will be an effective strategy. The recent decision to give the
task to three Board members who have close ties to a conservative institute,
and are sharp critics of public education, is unlikely to improve relations
between the Board and the state's teachers. Moreover, it will do little for
educational reform other than to sidetrack it into ideological warfare. A successful History and Social Studies Framework for Massachusetts should be
the joint effort of a writer working with the teachers of the Commonwealth.
We believe that a History and Social Studies Framework must be more than a
document.
While our draft framework was not a perfect document, it did
have a considerable amount of support among teachers, administrators, and
t e profession. Moreover, it held out the hope of being part of a much wider
process of reinvigorating the teaching of history and social studies in the
Commonwealth.
We hope that you will reconsider the Board's apparent turn to a
centralized and authoritarian approach to History and Social Studies
education which has little chance of succeeding in Massachusetts. In short,
str
you
return to the Commonwealth's promising long term
st
curr^culum improvement which put those who actually teach our
u ents in the center of the process and had a realistic chance of improving
e teaching of history and social studies in our schools.

2

You will notice that I have used the word "we” throughout this letter.
You should be aware that almost all the members of the History and Social
Studies Framework Committees share my views. Many wrote me to express
their support but some were afraid to use their names. Unfortunately, your
style of leadership does not encourage open discussion and several have been
warned by their superintendents that public criticism of the Board of
Education and its President would not be helpful to the needs of local school
systems.
—
.
. *«
I regret that I have had to write this letter and hope that you will
Teopen the process and repair the damage that this Board has done to real
educational reform in Massachusetts.

Sincerely,

Dr. Gerard M. Koot
cc. Robert Antonucci, Commissioner of Education

3
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January 3, 1997_
Linda Beardsley
TO:
Susan Szachowicz
FROM:
Social Science Department Head, Brockton High School Response to the December Draftof the History and Social Science Framework
RE:
I must begin by saying that l am deeply disappointed in this December draft of the History and
Social Science Framework."Having been in the classroom for over twenty years, and planning
curriculum as an administrator for the past six years, I can only say that this document does not
advance the learning and teaching of history; rather, it is much more like a scope and sequence
from any U.S. History and Western Civilization textbook. I have structured my comments and
suggestions to correspond to the Public Comment Form:
1
Xhe Introduction presents a clear rationale and conceptual framework for
learning, teaching, and assessment in History and_ Social Science:

_

DISAGREE STRONGLY
A. The Introduction describes the importance of history, and sets clear standards about
what students should be able to do through the study of history, geography, civics, and
economics. However, it defines Social Sciences as political science, economics, and geography;
why have sociology, anthropology, and psychology omitted? These are important Social Sciences
with significant bodies of knowledge that help students understand the world around them.
B. The Introduction does detail what students should know how to do, but there is
virtually no discussion of teaching and assessment Simply laying out a mass of content will not
produce learning at high levels; quality teaching and assessment are essential pieces in the learning
process. Pedagogy is absent from this document both in the Introduction and throughout the
entire document; IT MUST BE RETURNED. Simply producing lists of what students should
know, will not result in the learning* There is also no explanation of how assessment fits with this
document. Measures of acceptable performance must be clear; what do the terms understand,
describe, analyze, and evaluate mean? Since these are used repeatedly throughout the document,
there needs to be some discussion about how these will be assessed.
C. The Organizational Framework is very confusing. First of all, the history section is
completely chronological, and therefore raises serious concerns for me. While I understand the
drafters intent to avoid redundancy in content, and I agree this is always a concern, it relegates
earLy U.S. history lo our early grades, and current issues to older students. Perhaps my concern is
best illustrated by stating that there is a big difference learning about the American Revolution by
leading JdhnnyJYemain versus reading Common Sense. I am also confused about how the
cogmphy. Civics, and Economics sections fits with these historical periods. If chronology is to
the organizer, then why not coordinate the Geography, Civics, and Economics sections to the
particular historical period. This format does not related these disciplines; it presents them as
mplctcly unconnected bodievS of knowledge - I strongly disagree. Students7 learning would be
en anced by connecting these disciplines.

{

Are
Suggested Issues for Research and Discussion mandatory? There needs to be
^ anation around these. Are these to be the basis for che assessments? If they are, they’d better
will a^lnec* more fully. because there are some real problems with age appropriateness, which I
111 address more specifically in the next section.
1
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Xhe Standards of Learning are appropriate for the grade levels and useful for

^

development of district curriculum. STRONGLY DISAGREE

A. There-are problems in every grade span with age appropriateness.
Some examples in K=4:
Students are expected to explain the economic, social, and political life of the Mass. Bay colony
with emphasis on the founding of Harvard University (p.7).What else can I say but WHY???
- Students are expected to describe the impact on New England political and social culture of
writings of Ralph Waldo Emerson and Henry David Thoreau (p,8). These are certainly revered
writers that our students must encounter, but by grade 4? Be serious. And even if they were to be
presented with these works, how deep of a love of the piece would they feel, and how deep would
their comprehension be?
- Students are expected to compare different ways that money can increase in value through
investment in stocks and bonds (p. 11). Surely another important concept for our students-- but by
grade 4?

-

'_

- In the Suggested Issues for Research and Discussion (p. 13), students are asked to explain the
Mayflower Compact as a pledge by the Pilgrims to base a political authority on common consent
and to govern each other fairly. What?
- Also in that section (p. 13), students are asked to explain why the church elders of the Mass. Bay
Colony could consider the banishment of Anne Hutchinson necessary for-the spiritual welfare of
their people.
Some examples from S-S- Students are expected to analyze the effects of the theological, political, and economic differences
that emerged during the Reformation, including the views and actions of Martin Luther, John
Calvin, and Henry VIII (p.20). The complexities and subtleties of this challenges many of my
brightest high school students, never mind most twelve year olds.
- Students are expected to explain the relationship between taxation, government services, and
economic activity (p.24). These are also complex concepts, and would be better addressed at the
high school level.
B. There are problems not only with age appropriateness, but how much material is
reasonable to be covered within a particular grade span. The amount of material in grades five
uTr1 eight is paiticuJarly troubling to me* itis extremely dense. Not only must students explore
77* Hlstory through Reconstruction, but they must also plow through ancient civilizations
and th
E?ypt> China, Greece, Rome, then get through the Middle Ages, the Renaissance,
uie Reformation, all significant historical eras in their own right But that’s not all; teachers ’
Princ iS° Prfe$ent tilcir y°ung studcnts with maP making, geography, the impact of climate,
stand^T of Amencan Government and government fiscal and monetary policy. I support high
cxDeci i °r earnin§; ^is simPly an unreasonable amount of material to include If it is
iffcteaffacre COVer'aU of
material, then a set of realistic time guidelines should be
much
34

lCrS °f ^ document ^cd 10 do that, then perhaps they would realize how
material they have included.

Th

between

°f the s0*1®1 science r,eld is comprehensive and well balanced
world views and the American experience. STRONGLY DISAGREE

Vcry tradition!?1 tToubljag to me is representing this as a study of world history; this is clearly a
°nal curriculum of Western Civilization. When I think of the many students who sit in

rpN
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moms every day at Brockton High who represent all parts of the world, I know this draft
,ny
a preat disservice. Many points need to be addressed in this regard:
™ document is presents a detailed study of Western Civilization, mcluding a number of topics
'J mSust question as “must knows": For example, why do students need to undersold the
itv Years War and Peace of Westphalia, but know nothing about Africa except Ancient Egypt.
ronsidering that China continues to emerge as an important world force and world market, it is
' riv absent from this document. How arc we preparing our students for taking leadership roles
In the world arena when their only exposure to China includes the study of early dynasties an the
victory of Mao over Chiang Kai-shek?
.
- Afnca is mentioned only in its study of Egypt, and as a colony. Students are given the
impression that Africa exists only iirhow it was impacted by Europeans. If they are to study the
early civilizations of Europe, they should also understand that great empires existed in Africa long
before any Europeans arrived. Also, there have been independence movements in many African
countries. Yet, instead of a study of nationalism and independence movements, this documen t
states that students “should demonstrate an understanding of the weakening of colonial authority in
Asia and Africa." The use of this phrase suggests a very Western-view of these independence
movements.
- Latin, Central, and South America are also barely mentioned in the document- Students need to
study areas in their own right, not simply as colonies and sources of slaves and products.
- War is too often used as the central theme. In fact, in grades 9-10 the World History component is defined as “Balance of Power and Global War.” While wars and conflicts certainly shape
history and must be studied by our students, they are given the impression by this document that
history has developed as one war after another.
- Social history and the role of women are virtually absent from the document. This absolutely
needs to be addressed. History is much more than just political decisions and wars.
4.

General Comments:
A. What happened to the format of the document? The Core Concept, Guiding Principles,
Habits of Mind, and Skills were extremely well received by the field in the earlier public comment
period. They are also included in the Frameworks of ALL other disciplines. If these are essential
components of the Frameworks in six other disciplines, WHY HAVE THEY BEEN
ELIMINATED? What is so unique about history and social science that these have been omitted?
B. Why have the Strands and Key Questions disappeared? The Strands connected history
to the social sciences (all of them!), and the Key Questions really helped teachers focus on
important points of study with their students. Also this draft tries to address the different social
sciences by including the Geography, Civics, and Economics sections, it omits culture,
philosophy, and barely mentions literature (except for including Emerson and Thoreau by the
fourth grade). Strands and Key Questions were well received by the field in the earlier public
comment period; they should be returned to the document
C. a skills list is essential. Content acquisition is certainly an important part of learning
history, but skills acquisition makes for the more complete learner. Even the National Standards
document has included a skills section.
L. What happened to the issue of breadth v. depth? Because of the amount of content that
must be covered in this document, the issue of depth is gone. There certainly is no time for
extended research and study of a particular region or era.

£

»
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E The section on Grades 11 and 12 is particularly poor. While I have been very critical of
•
too much material in the other grade spans, this section errs badly in the other direction. It
pUemS j-^e [t was inserted almost as an afterthought. This is where students should be really facing

'

some challenging material, and putting their knowledge into practice, conducting their own
research, and preparing for their lives beyond high school. Yet this document presents only a
sketchy view of the U.S. in the second half of the twentieth century, and omits many major themes
with which students should be grappling. Themes like population, the national debt, immigration,
human rights, world hot spots, etc. should be addressed. Also, the section on Geography and
Environment in grades 11 and 12 is particularly poor. This document implies that reading Silent
Spring and the Endangered Species Act is sufficient That is inexcusable. The environment in the
2ist century is an issue vital to our survival. This section needs to be rewritten completely.
F. Where are current events? This is something that should be stressed in EVERY grade
span, yet only shows up in grades 11 and 12. A commitment to the study of curreni issues should
be a strong statement throughout the document
G. The format of the document in its numbering system is very confusing. What are~the
numbers; for example, on page 15, 5.2 is followed by 11.1 — what does that mean? A systematic
codification must be developed to reference this document
Finally, I would like to briefly address the process that created this document Having three
members of the Board of Education create this document violates the spirit of the Education
Reform law. It clearly tries to teach students about our democratic system, but ignores the
democratic process in its own creation. The fact that the Massachusetts Board of Education does
not value the democratic process is an important lesson that our students should not have to learn.
The second draft developed by the revision committee needs to be revisited and improvements
made in that draft to address the Board’s concerns about too much process and not enough content.
That is a valid and important concern, and must be addressed. However, it should not be
addressed by throwing out the entire draft and creating this document, which is simply a modified
version of Virginia’s standards. I urge the Board of Education and the Department of Education
NOT to endorse document, and return the process to an inclusive one that will be embraced by
educators, and for which a high stakes assessment that tests more than just content acquisition can
be developed.
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Eleanor (E): Dan French led the, he was sort of the Chair of the History, not really Chair, the

Dept, of Ed person who was doing it. Coordinator of the History and Social Studies framework.
Interviewer (I): Is he a History person?

E: No, no, Special Ed, I think.
E. Well, they put together committees which were too big, twenty-five, twenty-eight and they
had cast of thousands and people that weren’t, shouldn’t have been there but they were trying to
represent every constituency on the face of the earth. So, they had Supts..., Principals, students,
parents, community people and then, they had a group of teachers and our group worked fine. It
is being written to teachers so it has to be written in a teacher tone, teacher voice. So, we first
began, it s interesting that you talk about the national movements because the first thing that we
d,d was to look up and get and they got everything for us. If we said that we needed something
they got it, the DOE got it. We looked at all the national standards, all the frameworks that were’
in other states. One of the History framework members used to come to the meetings with a
refer totometWng^

y°“

* hwe a" those documentsjust in case you needed to

I: Was this 93 or earlier?
D No not earlier. It was after
and oni

Art of |W It was 94,1 think, when they really

teW°riS COmm,ttees « and d w*s really positive and the atmosphere was upbeat

we sLun.dyh0U
^ Somethin&
and that was a problem with it
lines. YoTneeH
/Tn
u
prT
P"ters of this.. .’’Look, here are some bottom
first Hr ft
°° t^1S’thlS and th's> whatever.” So, consequently, we really didn’t do the
lacked thoUnC°Vermlth*Social Studies’ which had some wonderful pieces to it but what it
was aft c? ^ l St0ry PleCe' A Histoiy framework without History and it was That
this is true h
°fuS in that flrst 8rouP had ‘hat criticism but we also felt like
because

Sol sTe’ Welti “I ^ aft6r a"’ We’re *** to Provide the histoiy at the

the Historv th
ry

or
E. N

u°l80‘?810 d° wlthout Hlstor>b y°u know that, but we are just going to do
ough these lenses of different strands and questions. But, that wasn’t enough.
thf makeU,P °f this oommittee. Were people like Ted Sizer
eler. people like this, involved at that point?
”hen.“ «*

were two sections of the e ^
be «he more generic v

S° T'8

, D*"* Meier spoke fo, us when we were
ave ^een lnvolved’ s'zer> I think, was involved There

T
^ WaS the “C°“ Chapters” That was supposed to
lews on education philosophy in Massachusetts: All children can learn.

E: %?£
wl*'1went outthat opened up or was that later’
res. Okay. Well,no,to,»as,heC„m™„...s„m„hinEor„,he,,theboxhutthena,

2.
the beginning of the, first section of the framework, were the Common Chapters. And so, that
became every person’s framework and there were huge fights over that because it was really Dan
French’s philosophy.
I: Did that go across all the frameworks?
E: Yes. But the DOE was mostly writing that. Dan was mostly writing that. And it was a
philosophy that was far too idealistic for me for example because it made the kind of sweeping
generalizations about nothing in ways. “All children can learn.” Okay, what does that mean? It
means nothing really. It doesn’t say what you need when you think of accountability. Yes,
maybe they can learn something like “do you want fries with that?” Is that what we want them
to learn? It is not saying what we really want for all kids.
I: So, that is how you met with that kind of philosophy statement and you were being brought
together.
E: We were divided into groups and we would come together. We met a lot and the meetings
were very positive. We had writers with each of the groups. We reviewed standards. We
reviewed everything and then, we would have vicious fights, not really, I mean not these kind of
political fights, but just you know... Dick Aieta, a fellow teacher, was a huge voice in saying
“don’t go down that core knowledge road because it is a black hole. You start listening and...”
We tried to avoid that black hole but we didn’t, we couldn’t because of the politics at the time.
So, things started... then, the politics of the Board changed, the Governor’s Office and as things
started to shift suddenly, this idealism and optimism was getting crushed because everything we
had what we had presented to the Board, Uncovering of Social Science was ridiculed by Silber.
That was the first document. Uncovering the Social Sciences.
I: And your feelings were that it was just too vague, too general.
E: I think it was, I think it was a good document but I think that it could have done both but we
just couldn’t finish it, we couldn’t fight about it anymore. We, as a committee, had the consensus
view which worked well. “Can you live with it?” It is very fair so when we got into discussions
of the black hole of content, there were people who couldn’t live with it. They couldn’t. They
just stopped it. So, you say “okay, I can live with this.” Because I knew that I could make sure
that at my school, we had the content.
You knew how you could do it
E- Right, I had a clear plan of what we were going to do but that didn’t fly politically.
p ^°» ^d the group start breaking off?
• Well, we sort of just got fired. Not exactly.
P ^ou presented the document.
At the Board of Ed and Silber ridiculed....
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remember is something about Japanese, Japan and China were very much closed to westerners
and he said I think those were rulers. It was a ruling time in Japan but I don’t really remember
much else about it. And I know that I remember that Japan and China did not want the
Europeans to come in but I don’t really remember the Tokugawa Shogunate.” And then, he cuts
to Ed DeLattre interview...oh and then the kid then says “I’m worried because I love history and
I m a good student and I don t remember this and what if they ask me that on the MCAS ” So
then he cuts to DeLattre and he shows him in his spacious, gorgeous office and they played the
piece for him. And he said “I just played the piece of asking some students questions and they
seem to be very knowledgeable about this area but you could see that this young man had trouble
with the Tokugawa Shogunate. And he said “do you think kids need to know that?” And he
!“e).sarid,“0l yes. absolutely ” And he said “do you think that all the teachers know about
that And DeLattre satd Clearly they may not now but they will as we start to implement the
framework and then he says “and do you know about it? Can you tell me about it now? He says
let me ask you, what can you tell me..you saw what the student could tell me, what can you tell
me about the Tokugawa Shogunate?” And DeLattre said “I can’t.” But then he had a good
response and he said “but my ignorance shouldn’t forbid others, shouldn’t deter others from
learning about it.” But, still I thought it was great. It was an interesting piece.
I: So, that is where we really left off.
was reallvD^
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T And this was the full committee at this point, everybody was on board?
E: And it was when we presented it, Silber said something like, “this is exactly why we
shouldn’t have these committees”...how did he phrase it? Alan Stoskopf was trying to get video
testimony of all this too. It was so bizarre. He said something like “you know, you give a
committee a direction to assemble a horse and they put together a donkey.” You know, it was
like that kind of thing. It was nasty and we were just like “Wow.”
I; Who were some of the people on this committee, not the Board, on your committee?
E: There were people that never showed up. The people that were the real doers: Dick Aieta,
Wendell, Gayle Webb, Russell something, what was Russell’s last name, he’s out in Western
MA...he had two names to it, Russell Vernon Jones or something like that; Alan Stoskopf, of
Facing History. Alan was great, absolutely great. He was good friends with Dan French so I’m
sure that that was how...but he, Alan, was terrific.
I: What about Dan French?
E: Well, he lost his job., .no, he didn’t lose it but he left. He said “I’ve compromised enough
principles. I liked him a lot. We fought over a lot of things but he was even too liberal for me
but he was terrific and his heart was with the kids and what was the best we can do? There was
no way he could survive in that environment. I’m trying to think of some of the other people,
I’d have to look back at the list but those are some of the key people.
I. So,then you presented it and you got blown out of the water but you’re saying within the
group, you could have know that, a little bit, that was going to happen.
E: Oh, we were talking about it in the group. We were talking.
I: You must have...I can imagine you looking at the document and saying I love the philosophy
here but we are going to get nailed.
E. Yes, that’s right. Some members really wanting to see content.
I: But you went in with it as it is.
Yes, but again, because I felt like okay, I think it’s light but we’ll be fine because we’ll still fit
m our own content.” So, then, Silber, of course, ridicules it and that’s when they went to a
revision committee. Revision Committee #1.
I. So, what were you called?
be r!!/ W?"6
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never came. He never came again to their group.

I: But his name was on it.
E: Well actually, there are no names on it. No teacher’s names are on the History framework, if
you look.
I: That’s interesting. Dept, of Education, that’s right.
E: So, there was six and six. Initially, it looked like it was not going to go anywhere. This would
have been 96.
I: How long did it take you to work on the first one?
E: Probably two years and then the next ones were fast so that’s the thing. It must have been
rejected at the Spring Board (meeting).
I: Spring Board of 96.
E: I’m not sure if that’s right or maybe it was December of 95. Because it is the October of 96,
that to me, is the best draft of any of them. That’s the one that I always kept and I just think is
terrific. Gagnon was very good to work with. He wasn’t, you know, I think what they expected
was that their revision group would just take over and do all of this and what you had was a
group of people who was working pretty well together and we had our battles, like any group
that comes together and has battles, but it’s not, it really worked well and I think we had a good
framework so that was the October Draft and we brought that to the Board.
I: So, that would be the next draft from the twelve of you
E. But the October Draft never saw the light of day because at that meeting that we came to
present it, we never had a chance to present it. It even threw Paul Gagnon. He didn’t anticipate
what happened. None of us did and because apparently, Themstrom, Schaeffer, and Peyser, at
that time, were angry about the way the whole thing had previously had gone. They could not
use the same criticism now that the framework was light because it wasn’t but maybe that’s why
they prevented it from even getting a fair hearing. So, at that point, that’s when Silber
mteijected, I should say injected himself into the whole thing directly by then saying to them
ook, the three of you have been saying that you seem to know what you want, so I’m
appointing you as the next Framework Committee.” So, we were all dismissed, the October
ratt group was all dismissed.
1- Right there.
E: Right there. Well, I mean, nothing ever really actually happens. Nothing was voted on,
nothing.

h They never looked at your draft.
• Well, it was all submitted ahead of time but it never was discussed at the Board meeting.
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I:

Well, where did you go with that?

E; Well, you should have seen us after the meeting. We were interviewed by the Press, I mean,
everyone was stunned and we spoke out. National Public Radio did a piece on it. So, at this
point, Schaeffer, Peyser and Themstrom are supposed to meet with the Revision committee and
bring some materials and this is when it got the worst it had ever gotten.
I: But, you’ve been disbanded.
E: Yes, but they were told to use some of the stuff we had and look at that. This is the winter of
96, the early part of 97. We met a couple of times, and they had not even read it cause they’d
say “we want this; we want this; we want this.” And we’d say “well, did you read this?” Abby
did not even bring her copy of the framework. So, then came the infamous, from their group
came the infamous Pumpkin Papers (as we called it because of its orange cover). And that then
was given out at December at the Christmas break because the intent was to, I believe the intent
was to do this when nobody was working and then get it, like they had a public hearing section,
the public response had about two weeks and it was two weeks over the break and that was
when Deborah Meier came in. We enlisted the troops. Our document hadn’t even been read well
never mind you know writing a draft. We were meeting in cafeterias and they wouldn’t even...it
was awful. We really felt that we had been...this was the time like I’m somebody who really
believes that you try to work from with inside, let’s try to work this out in the best way that we
can but this was...so we called out all the troops and of course, Alan, with his Facing History
connections got the big guns. So, we had Sizer speak; we had Deborah Meier speak.
I: What’s Alan’s last name?

E: Stoskopf at Facing History, And we really organized the troops and consequently, at that
hearing at the DOE, there were
like 100 speakers and the place was packed, and letters were sent.
I. That must have been videotaped.
E- Yes, it is on video, it is on video.
E And that would have been...December?
T'dhaVC bee" as Iate as Februa^ 1
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j. go wait one minute now. Silber dismisses you...right now, they’re working on revising their
Pumpkin

Papers:; what’s your draft at this point?

g We had to revise the October Draft and make it even a better, more content rich,
j. wfiat did you think of that? Did you think the revision was better?
g. Ah5 no. The October draft is better. The problem with the other draft is all these commonly
taught subtopics and also the disconnects between the sections...like the October Draft better
integrated the...it still didn’t easily integrate the framework. I don’t believe that we ever had a
user friendly framework but in format...but the October draft was a more reasonable one with
the essential questions. The next one, the one that is now in place, the gray one, the slate
copy...is too, it’s too, its’ just disparate sections. You know, it’s okay, like here’s an
opening....here’s a thing on core knowledge. Here’s a thing on skills and I think that skills section
is wonderfully written. But it doesn’t go anywhere. By the way, our committee is down to three
of the teachers. We always met at BU with DeLattre and Gagnon was doing a lot of the writing
and Susan Goldsmith was doing mostly the elementary stuff and Gagnon and I used to fight
about his emphasis on Western Civ but I thought he was terrific to work with and a good writer
and also reasonable. He wasn’t trying to break kids. He wasn’t obsessed with this but the
commonly taught subtopics were something that DeLattre wanted. I’m sure.
I: So, that went into your revision.
E: But we fought about it and we came to the...what we finally said was “look, I can’t live with
this. These commonly taught subtopics are going to drive this document” and so what DeLattre
said was “here’s what we’ll do. I’ll send it an outside group of reviewers and let them make
suggestions on what they think.” So, that’s fine, we didn’t have any power anyway. All we
were were advisory. It doesn’t make any difference what we say but then the problem is that he
sent it to three people, one of them being Alan Fraker who had been on one of the MCAS
committees and was one of the worst in terms of detail and pickiness. So, it came back saying
that the Commonly Taught Subtopics should follow the core knowledge. Meanwhile, Roberta
and Abby were revising. This was an unbelievable battle. They did work or they had someone
work on their pumpkin papers so at the meeting, the spring meeting that the draft, the final copy
that we have now, this is very interesting, you should go back to the agenda on this...one of the
items on the agenda was “approval of the draft, our draft.” It was so political and they were
fighting with each other, the next item on the agenda was “approval of their draft” so in other
words, if our draft didn’t pass, then the next vote was theirs.
I: This was Spring, 97
Yes, and it was very political and I was telling you last night, the casting, the deciding vote
was Peysers because DeLattre had done his work and the two others had their people and the
1(1, they had the kid on the board. The vote was 4-4 or 3 to 3, whatever it was.
So, he broke it?
Well, he could go either way and the reason he went with what he did was. They had the
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Ed guy and the kid and Schaeffer and Themstrom. The kid and the higher ed guy,
Koplick, Peyser, I mean, Shaeffer and Themstrom. Put Peyser out for now and then on the other

Higher

side it was DeLattre, Crutchfield, Irwin and I forget who the fourth person was and so you had
four to four and Peyser was the swing vote. He seemed to really care about the Economics piece,
so before the meeting, we were all called into Silber’s office and the deal was that Peyser could
live with that draft as long as the Economics section was substituted and he brought his own
Economics section which was written by someone else. That’s what I mean, it’s not one voice in
that whole document, you can tell when you start reading it. The Economics section is like pages
out of a college textbook so... It’s all cut and paste, all cut and paste, it’s unbelievable. So, Peyser
cast the vote with the current document and that’s how it evolved.
I: So, the current document is DeLattre, Crutchfield, Irwin, Peyser and I forget who the fifth
person is. Where is Themstrom in that debate?
E: They voted against it because they had their own Pumpkin Papers.
I: Oh, alright, this is explaining a lot to me right now so they are out with a vengeance to get
what they want, there is no educational discussion going on.
E: That’s right.
I: So, you’re not represented.
E: Oh no, we didn’t want our names on it. I said “I won’t have my name on it.” It’s not what
we...
I: So, it is DeLattre’s document.
E: yeh, right.
I: So, that was 97 and that’s the one we have, DeLattre’s document.
E: Now, given the choice, DeLattre’s document was better than the Pumpkin Papers.
I: That’s right.
E:....in leaps and bounds but it is still fragmented. The problem is this emphasis on Core
Knowledge and the funny thing is that DeLattre and Themstrom actually agreed on that, I think,
but I see also the Board politics were such that they were two groups and they would fight each
other on everything, so it wasn’t just that and as I said, I found Schaeffer to be very workable,
however, she talks to one teacher. “ I talk to a teacher who said....” So did DeLattre and I liked
him alot. He’s so smart. I respect his smartness. I like him that way and he is very provocative
and he makes you think about things. He was coming out of the college, professorial mentality
ut I think he had tremendous things to offer so...however, I don’t think that he is well educated
*n Asian or African history. Some students wanted him to answer questions on Africa and/or
sia like they had to. So, a few of them were able to get interviewed on television and talked
a out how they loved history and the newsman asked the students about the Tokugawa
ogunate. One wonderful kid said “Well, we learned something about it when...what I vaguely
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INTRODUCTION
In accordance with the Massachusetts Education Reform Act of 1993, this History and
Social Science curriculum framework presents the academic content and skills in the four
areas of History, Geography, Economics, and Civics and Government that are essential to
the study of human experience past and present, and to the development of educated and
responsible citizens. It draws in part on the work of others, including the Bradley Commis¬
sion, the several national standards documents, and frameworks from California, Virginia,
and other states. It incorporates research suggestions, and ideas of educators, parents, and
other concerned citizens from across the state.

In conjunction with frameworks for curricula in other disciplines, the History and Social
Science framework is designed to provide guidance for the reform of public education in
Massachusetts by raising the standards and expectations of our schools and students. The
framework is intended to help all schools ensure that they promote a high level of academic
rigor and provide sound opportunities for all students to leam.

The framework comprises ten sections and three appendices:

The first section, the Core Concept, states the fundamental purposes of a curricu¬
lum in history and social science: to enable students to acquire knowledge, skills,
and judgment so as to continue to leam for themselves, participate intelligently in
civic life, and avail themselves of historical and cultural resources—historic sites,
museums, parks, libraries, multimedia information sources—wherever they may
live or travel.

The second section, Guiding Principles, enumerates the principles on which this
framework is based. Foremost among these principles is the need for schools to
include history and social science in their curricula every year, from Pre-Kinder¬
garten to grade 12. The Guiding Principles also emphasize the importance of learn¬
ing both content and skills as complementary elements of history and social sci¬
ence; the study of the United States and world history; the integration of history
study with studies in other fields; and the study of current events in the perspective
of history. The Guiding Principles emphasize the need for teachers in elementary,
middle, and high schools to be allowed time to work together to frame coherent
curricula and instruction across all grade spans.
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The third section, Reasoning, Reflection, Research, and Content in History and

Social Science, discusses the application of intellectual skills to the study of sub¬
ject matter content in History and Social Science. The practice of reason and re¬
flection, together with the basic skills of study, writing, and speaking, is not to be
separated from specific events, ideas, institutions, or people under consideration at
the several grade levels.

The fourth section, Core Knowledge in United States and World History, Geog¬
raphy, Economics, and Civics and Government, presents the core of major top¬
ics around which the study of history and social science is to be organized through¬
out the elementary, middle, and high school years. This overview of the main eras,
events, and ideas of human experience in the United States and the world repre¬
sents the collective memory of educated citizens, a body of knowledge that all
students should be expected to learn.

The fifth section, Commonly Taught Subtopics Related to Core Knowledge in
United States and World History, Geography, Economics, and Civics and Gov¬
ernment, offers, for the convenience of teachers and curriculum planners, a selec¬
tion of additional and commonly taught particulars related to the Core Knowledge
topics presented above, and aligned with the PreK-12 order of instruction. These
will suggest important specific events, issues, ideas, and personalities that may be
chosen to engage students in reaching the desired Learning Standards.

The sixth section, PreK-12 Scope and Sequence of History and Social Science
Instruction, sets forth the order in which the Core Knowledge topics are expected
to be introduced, presented, and revisited across the grades. The order of instruc¬
tion is described in two ways: 1) the content as it is to be presented within the grade
spans PreK-4, 5-8, 9-10, and 11-12, to prepare students for the statewide assess¬
ments called for by the Education Reform Act of 1993 and for any additional state¬
wide assessments; 2) the content as it appears in a recommended grade-by-grade
order of instruction reflecting common practices in the Commonwealth and other
states, and aligned with available teaching materials.
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The seventh section discusses the special character of History and Social Science in
PreK and Elementary Grades. This framework sets the expectation that PreK-4
teachers will integrate substantive concepts, events, ideas, and personalities from
history, geography, civics and government, and economics into every student s edu¬
cation each year. This foundation will prepare students for the more formal work to
follow in later grades and for successful performance in the post-grade 4 assess¬
ment of their learning.

The eighth section is Study Strands and Learning Standards: History, Geogra¬
phy, Economics, and Civics and Government Overview. This portion of the
framework presents the four strands, or areas, of study required for student compe¬
tence in the fields of History, Geography, Economics, and Civics and Government,
together with the twenty Learning Standards expressing general knowledge and
skills students should acquire from their study of these subjects.

The ninth section, Learning Standards and Examples, PreK-12, applies Learn¬
ing Standard components by grade spans, includes Core Knowledge and Skills in
Geography, Economics, and Civics and Government, and provides examples of
specific questions, exercises, and assignments suited to students at the several grade
levels.

The tenth section, Using the History and Social Science Curriculum Frame¬
work in Schools, offers suggestions for design of curriculum and courses, use of
textbooks and other materials, assessment, and variation of pedagogical approaches.

The following vignettes suggest how this curriculum framework can be applied to teaching
and learning in history and social science in various grade spans and grade levels:

Four-year-old Matthew eagerly anticipates his first day of school,
and coaxes his older sister Amanda to tell him how soon it will
come. She patiently explains to him that it will be five days from
now, on Tuesday, after the weekend. Together they make a calen¬
dar of those five days, so that Matthew can check off one each day
until the beginning of school.

Matthew is learning to understand time, lengths of time, and order of events. Sequencing
activities in early childhood can provide the foundation for a later understanding of past,
present, and future as they relate to history and social science. Throughout the preschool,
kindergarten, and elementary grades, Matthew’s sense of time and space will expand as he
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studies people and events in the distant and more recent past and in the present. His under¬
standing will be enriched as he learns to plan activities for tomorrow’s school day and to
look forward to events scheduled for the future.

Mitra, a fourth grader, is fascinated when her teacher asks her to
draw from memory a map showing the route from her home to
school. She makes a sketch, but she knows that she has left lots of
things out. “That’s OK,’’ says her teacher, “this is just a beginning
of the project—our maps will get more detailed as we make more
observations.” As she rides the bus home that day, Mitra starts to
notice the street signs at the comers. When she gets home and
talks to her father about her project, he helps Mitra orient herself to
the locations of their house and the school on a local street map.
On the weekend, they walk parts of the route together, and Mitra
records where they turn left and right, where the traffic lights are,
and the locations of elements such as her friends’ houses, favorite
stores, a historic church, and a playground. In school, she and the
other children learn about mapping techniques, and develop their
maps from initial sketches into final accurate versions, drawn to
scale and lavishly annotated and illustrated. When her parents visit
school for a conference, Mitra proudly shows them the stages of
her maps, and her teacher explains how Mitra has learned how to
do geography, reading, writing, mathematics, history, and visual
art through this project.

Mitra’s teacher and her parents have worked together to help her learn basic skills in an
interesting project and become reflective about how to apply her learning as she acquires
geographic and historical knowledge of her community.
As Mrs. Markham’s middle school class (a well-designed course,
or unit, or elective in civics and government) studies the electoral
process in the United States, and several other countries, she draws
to her students’ attention a bond issue on school funding to be de¬
cided in a coming election. She composes three groups of students
to study and report to the class on 1) past and 2) current patterns
of public funding of schools, and 3) the substance of the bond
issue as presented in media accounts. Each group of students drafts
a letter to a public official, asking for an explanation of the official’s
stance on the bond issue. After discussing the reports of the three
groups, students appraise the evidence in the replies of public offi¬
cials to their letters, in newspaper articles and editorials, and in
fliers distributed by supporters and opponents of the bond issue.
The class then conducts a mock election on the bond issue. After
the results of the actual election are known, students compare and
contrast the two elections—in terms of voter turnout and percentTHE MASSACHUSETTS HISTORY ANP SOCIAL SCIENCE CURRICULUM FRAMEWORK

ages of voters for and against. They consider together plausible
consequences of the public election’s results for their own school
and its students.

Mrs. Markham’s students are learning about participation in civic affairs and responsibili¬
ties of citizenship at the same time that they learn about economic issues in public funding
that bear directly on their own school. They conduct relevant research, assess evidence,
learn the benefits of dividing the labor among the three groups of students, and grasp con¬
nections between present and past.
Today, in Mr. Hewey’s American history class, eleventh grade stu¬
dents Betsy and Bruce are giving an oral presentation on Dorothea
Dix and her involvement in the mental health and prison reform
movement during the antebellum period. The two students have
spent a week researching their topic, concentrating on Dix’s own
accounts and other contemporary and secondary accounts of her
work. Their classmates have also worked in teams, investigating
such reforms as temperance, antislavery and abolition, utopianism,
religious sects and communes, women’s rights, public education,
and the peace crusade. During that week, Mr. Hewey has deliv¬
ered to the class several carefully prepared lectures on the second
Great Awakening, social and demographic shifts in the United
States, immigration, and the rise of nativism during this period.
As they organized the results of their investigation, Betsy and Bruce
were careful to ask themselves the questions Mr. Hewey and the
class had decided were important:
When and where did these reforms take place?
Who were involved in these reforms?
Why did these reforms happen at this time and place?
What were the outcomes?
Were the effects of their reform efforts what the reformers in¬
tended?
When all groups have presented their research on the different
movements, the students begin to synthesize what they have learned.
In addition to presenting their work orally, students must write an
outline of the presentation and a list of primary and secondary
sources used. They must also write an essay which explains the
emergence of so many reform movements in this period, and con¬
nect this question to their studies of democratic reform and the
impact of the Industrial Revolution, topics covered in the previous
unit. Next week they will read selections from Transcendentalist
authors, and discuss them in the context of the reform movements
they have just finished investigating.
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In organizing this section, Mr. Hewey has employed a rich array of teaching and learning
methods and sources of relevant information—readings in primary and secondary sources,
student collaboration on research and oral reports, his lectures, class discussion, and the
writing of individual essays. He has drawn into the project subject matter and questions
from politics; civics; economics; social, cultural, and religious history—while helping his
students learn to apply their skills of reading, organizing, writing, memorizing, speaking,
listening, and conducting detailed factual research. This kind of teaching brings vitality to
an effective curriculum in history and social science.
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I. THE CORE CONCEPT OF THE HISTORY AND
SOCIAL SCIENCE FRAMEWORK
The previous vignettes describe a few of the many good practices for teaching and learning
in history and social science. By engaging students in the acquisition of skills and methods
of learning, study, reasoning, and expression through concentration on important subjectmatter content, teachers lead them to become knowledgeable in history, geography, eco¬
nomics, and civics and government.
Core Concept
The goal of a history and social science curriculum is to enable students by
systematic study to acquire the knowledge, skill, and judgment to continue
to learn for themselves; to participate intelligently, justly, and responsibly
in civic life, and in deliberation about local, national, and international
issues; and to avail themselves of historical and cultural resources—
historic sites, museums, parks, libraries, multimedia information sources—
wherever they may live or travel.
A sound curriculum taught by good teachers in well-managed classrooms gives students the
opportunity to understand themselves and others in time and place. In their course of study
through the school years, students learn to read, listen, write, frame relevant questions and
reasoned arguments, engage in discussion and debate, conduct research, and interpret and
present evidence and data.
By becoming skillful and competent in history and social science, students come to under¬
stand the foundations, principles, and institutional practices of the United States as a repre¬
sentative democracy and a constitutional republic. They learn traditions and ideals of other
nations and cultures. They learn how different people, in many circumstances, used their
intelligence and the resources available to them to establish and sustain ways of life for
themselves and their posterity.
By learning how others have discovered, identified, and tried to contend with questions of
human affairs in their time and place, students have the chance to understand them, to see
matters from their points of view. With such insight and understanding, students can con¬
duct their own lives and further learning thoughtfully, knowledgeably, and with the consid¬
eration for others that marks responsible citizens.
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GUIDING PRINCIPLES

II. CUIDING PRINCIPLES

Guiding Principle One
History and social science should be studied by every student every year.
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participation, and enrich private life.
Course content in each grade span and grade level should be develop¬
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Guiding Principle Three
An effective history and social science curriculum emphasizes learning through the
study of United States and world history, geography, economics, and civics and gov¬
ernment.
Students need to learn of events, ideas, individuals, groups, ideals, dreams,
and limitations that have shaped our country and the world. Intellectual
and political freedom, informed judgment in the present and the future,
and a reliable sense of one’s rights, opportunities, and responsibilities
depend on such learning.
In these pursuits, students should study primary and secondary sources,
learn to use electronic media and to read and interpret data, become fa¬
miliar with specialized vocabulary in the subject areas, and learn to draw
conclusions logically from available evidence. Asking important ques¬
tions, and framing reasoned opinions and arguments based on evidence
depend on regular practice of reading, writing, speaking, and listening.

Guiding Principle Four
An effective history and social science curriculum recognizes each person as an indi¬
vidual, encourages respect for the human and civil rights of all people, and also em¬
phasizes students’shared heritage as citizens, residents, and future citizens of the United
States.
Citizens and residents of the United States need to know its history, tra¬
ditions, ideals and principles, system of government, successes and fail¬
ures, and its varied regions. The curriculum should include study of the
rich and diverse contributions people of many backgrounds have made
to American life and institutions.
An effective history and social science curriculum embraces study of
historical interactions among individuals, groups, and institutions.
Through studies in geography, economics and social history, civics and
government, the arts and humanities, students leam the historical
explanations for differences among people in the past and today. They
leam of differences in human experience and imagination among
individuals and peoples. Students also leam that individuals cannot be
reduced simply to members of groups and that we are all individuals
whose human and civil rights deserve respect.
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Guiding Principle Five
An effective curriculum in history and social science draws on and integrates several
disciplines and fields of study.
The study of history, geography, economics, and government is severely
incomplete without study of the fine arts, literature, religions, ethics, and
developments in science, technology, and mathematics. For example,
scholarship and research in many social sciences, including anthropol¬
ogy and archaeology, have been advanced by discoveries in biology and
chemistry, and each has expanded knowledge of ancient history. Stu¬
dents should learn that framing and answering questions and organizing
thought often require knowledge in a number of subject areas.
Because most United States institutions and ideals trace their origins
through Europe, the study of Western civilization is a central feature of a
history and social science curriculum. Students must also learn by the
study of other civilizations that non-Westem sources have made signifi¬
cant contributions to Western civilization, and that the history of Western
civilization includes efforts to leam about non-Westem cultures, peoples,
institutions, and geography.

Guiding Principle Six
The historical narrative should provide the continuous setting for learning in social
science, as well as the frame of reference from which teachers choose the current events
and public policy issues for student study, presentations, and classroom discussion.
The deep study of history and social science can be informed and enliv¬
ened by considering current events and issues that students perceive as
significant to their own lives and to the life of their society. Current
events should be chosen for their significant relation to important his¬
torical themes or turning points already under study. Assignments for
papers or oral presentations should enhance student understanding of the
possibilities and the limits of comparing past to present and present to
past.
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III. REASONING, REFLECTION, RESEARCH, AND
CONTENT IN HISTORY AND SOCIAL SCIENCE
To become well grounded in history and social science, and to continue learning for them¬
selves long after they have finished school, students need to acquire both core knowledge
and a firm grasp of reasoning and practice in inquiry and research. They must learn how
to frame and test hypotheses, to distinguish logical from illogical reasoning, and to grasp
the superiority of reflective thinking and evaluation over the impulsive and uninformed
rush to judgment and decision.
In the course of helping students to identify, ask, and begin to answer important questions
in history, geography, economics, and civics and government, knowledgeable teachers
decide which specific content and skills merit greatest emphasis and practice. Teachers
ought to give sustained, consistent attention to distinctions among the following: knowl¬
edge (judgment verified, proven, demonstrated, or confirmed by evidence); informed opin¬
ion (judgment supported by evidence); uninformed or mere opinion (belief without evi¬
dence); bias and prejudice (belief in spite of contravening evidence); scapegoating and
stereotyping (prejudice based on radical and unfair oversimplification); open mindedness
(receptiveness to new evidence); narrow mindedness (receptiveness only to evidence in
favor of one’s opinions, special pleading); and closed mindedness (unwillingness to seek,
heed, or listen to evidence). Over time, students who have become familiar with these
distinctions will learn to reflect thoughtfully and to conduct reliable research.
Good teachers explain such distinctions explicitly, as developmentally appropriate, but
they illuminate them also by concentrating on the specific “how to” knowledge students
need in order to understand subject matter content:

•
•

how to understand and use maps, globes, and visual representations of
quantitative data (including graphs, charts, and tables);
how to speak and write clearly and accurately;
how to understand and distinguish cause, effect, sequence, and correla¬
tion; long-term and short-term causal relations; and limitations on de¬
termining causes and effects;
how to gather, interpret, and assess evidence from multiple and some¬
times conflicting sources; how to distinguish relevant evidence from
irrelevant information; how to assess the applicability of different forms
of analysis, such as costs and benefits, to specific cases;
how to distinguish knowledge from various forms of opinion; how to
minimize avoidable error; how to identify valid and fallacious argu¬
ments; how to test hypotheses; how to identify and avoid bias and preju¬
dice; how and how not to compare present and past and infer lessons
from the past; how to distinguish sound generalizations from false over¬
simplifications;
how to enter in thought and imagination the point of view of others;
how to memorize with understanding rather than merely by rote [Teach¬
ers may find it useful to refer to p. 36 of the English Language Arts
Curriculum Framework: “Memorizing poetiy, speeches, or dialogue
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Knowing how to frame a problem or conduct research in history and social science depends
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needTotearn0 StudT^^^3^’ 3,1,1 °ther ma“erS of consequence that students
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As students practice applying intellectual skills to academic content, they are positioned to
discern our common humanity and our individual differences as well as the importance of
in ividuals and associations of individuals in the drama of history. By leaming the rights
that governments should be designed to secure—and forms of government that have trampled
uman ng ts t ey are enabled to grasp the responsibilities of citizens in exercising and
protecting human and civil rights for everyone.
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IV. CORE KNOWLEDGE IN UNITED STATES AND
WORLD HISTORY, GEOGRAPHY,
ECONOMICS, AND CIVICS AND GOVERNMENT
The following topics, grouped under commonly recognized eras of United States and world
history, have been selected and adapted for History/Social Science instruction in Massa¬
chusetts from the relevant national standards reports, the state frameworks in California and
Virginia, and curriculum guidelines of the National Council for History Education. They
also address particular requirements in the Massachusetts Education Reform Act of 1993.
As a required common core of essentials around which study of history and social science is
to be organized, these topics are to be offered to all students. Which of them are studied in
depth, and which are more briefly considered in their larger historical and geographical
context, is left for local schools and teachers to determine.
Patterns of instruction in these topics across the grades appear in Section V below. The full
range of required topics is presented here, so that teachers throughout the grades may rec¬
ognize their own and each other’s distinct, interdependent responsibilities in introducing
their students to the collective memory of educated people. Readers should see also Sec¬
tion IX, which contains further Core Knowledge in Geography, Economics, and Civics
and Government. Suggestions of commonly taught subtopics appear in Section V.

A. CORE KNOWLEDGE: THE UNITED STATES
1.

Early America and Americans (Beginnings to 1650)
a. The setting: geography and resources of the Western hemisphere
b. Native Americans: differing economics and politics; peace and war
c. Major European societies, rivalries; 15th and 16th century explorations
d. African geography, societies, politics; backgrounds of the slave trade
e. First encounters between Americans and Europeans; the consequences
f. Early English settlements and daily life in Massachusetts

2.

Settlements, Colonies, and Emerging American Identity (1600 to 1763)
a. Political, religious, and economic motives of European colonizers
b. Coexistence and conflict between Europeans and Native Americans
c. Massachusetts town government, religion, and schooling in colonial times
d. Colonial era labor and the advent of North American slavery
e. Family life across classes, races, and regions of colonial America
f. Intellectual and religious heritage of Anglo-American colonials
g. Growing social and political divergence from England

CORE KNOWLEDGE

3. The American Revolution: Creating a New Nation (1750 to 1815)
a. Events and interests behind the American Revolution
b. First battles in Massachusetts; the Declaration of Independence
c. Leaders, turning points, and deciding factors of the Revolutionary War
d. The Anglo-American political heritage: Greco-Roman history, Magna Carta, evolu¬
tion of Parliament, Mayflower Compact, the English Revolution, colonial govern¬
ments, and ideas of the Enlightenment era
e. Leading Founders, founding documents and debates: Adams, Hamilton, Jefferson,
Madison; state constitutions, Articles of Confederation, Northwest Ordinance, Con¬
stitution, Federalists, Anti-Federalists, the Bill of Rights
f. The Constitution: the federal system at its origins; union; separation of powers; the
three-fifths compromise
g. The early Republic: Washington as founding statesman; the birth of party politics
h. Expansion and conflict: the Louisiana Purchase; War of 1812

NS*

4. Expansion, Reform, and Economic Growth (1800 to 1861)
a.
b.
c.
d.
e.

Evolution of the Supreme Court; John Marshall; Marbury v. Madison
Industrialization in New England; invention and enterprise
The Northern economic system: capital, industry, labor, trade
The Southern economic system: land, agriculture, slavery, trade
Jacksonian Democracy and pre-Civil War reformers: popular politics, abolitionism,

women’s rights, and schooling
f. The emergence of distinctly American religion, art, and literature
g. New immigrants; migration patterns; nativist hostility
h. Westward migration; Indian removals; war against Mexico
5. The Civil War and Reconstruction (1850 to 1877)
a.
b.
c.
d.
e.
f.
g.
h.
i.

Slave life; families, religion, and resistance in the American South
A nation divided; the failed attempts at compromise over slavery
Abraham Lincoln: beliefs, election; secession and war
Scenes of war: battlefield, farm, factory, home, and hospital
Massachusetts soldiers; Fort Wagner, the Wilderness
Leaders, deciding factors, turning points, and human toll of the Civil War
Emancipation Proclamation; the 13th, 14th, and 15th Amendments
Lincoln’s Gettysburg Address, Second Inaugural, and assassination
Reconstruction: aims, obstacles, and phases
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6. The Advent of Modem America (1865 to 1920)
a.
b.
c.
d.

Changes and constraints for African-Americans; Plessy v. Ferguson
Industrial expansion; inventions, resources, government supports
Modem business: corporation, banking, stock exchange; the Gospel of Wealth
Organizing 19th century labor: aims, strikes, and obstacles

e.

New immigration and internal demographic shifts; African-American migration to
the North and West; life in growing American cities
Settlements and diversity: the West, Southwest, Pacific coast, Alaska
Crises and losses on American farms; the Populist movement
The United States as world power; the Spanish-American War
Progressivism: results and limits; Theodore Roosevelt, Woodrow Wilson

f.
g.
h.
i.

7. The United States and Two World Wars (1914 to 1945)
a.
bc.

World War I: causes and stages; American economic, military, political roles
The war and the peace: short and long term consequences for 20th century America
Campaign for women’s suffrage; the 19th Amendment

d.

Jazz Age. optimism, new industries, mass consumption and entertainment;
arts and letters; the Lost Generation; the Harlem Renaissance
e. The underside of the 1920s: race conflict, nativism, urban and farm poverty
f. Causes of the Great Depression, domestic and international
g. Massachusetts in the Depression: joblessness, poverty, relief, family life
h. American artists, writers, and popular culture of the ‘thirties and ‘forties
i. FDR s New Deal; the new Democratic Party coalition; protests Left and Right
j. Labor’s advances; the Wagner Act, NLRB; the CIO and UAW
k. American isolationism; Axis aggression and conquest in Asia and Europe
1*

From Pearl Hart)or to victory; the course and human costs of World War II

8. The Contemporary United States (1945 to the Present)
a.
b.
c.
d.
e.
f.
gh.
i.
j-

Postwar America: prosperity, new suburbs, education, optimism
Continuity and dislocation in the Massachusetts economy since 1945; cases of pov¬
erty and its causes
’
F
Widespread ruin and the Cold War call forth new American foreign policies
The ‘fifties: advent of television; domestic anti-communism; war in Korearising demands for desegregation; Brown v. Board of Education
The ‘sixties and ‘seventies: assassinations, trauma; civil rights struggles and lawswar in Vietnam; moon landing; the women’s movement: advances and limits
e eighties and ‘nineties: racial tensions and culture wars; effects of technologi¬
cal change and the global economy on American business and labor
The end of the Cold War; new world disorders and American responses
Waves of newcomers to the American promise; debates over immigration
Renewed disputes over government’s role in the economy, culture, and schools
Promises and questions from science, technology, medicine, and mass culture

tkem^chusetts history and social science curriculum'
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B. CORE KNOWLEDGE: THE WORLD
1. Human Beginnings and Early Civilizations (Prehistory to 1000 B.C.)
a.
b.

Human origins and early life; the work and findings of archaeologists
Earth’s geography: climate, soil, waters, topography, and human migration

c.

The agricultural revolution; Neolithic technology and its effects on human life

d.

Early civilizations in Mesopotamia, Egypt, China, India

2. Classical Civilizations of the Ancient World (1000 B.C. to c. 500 A.D.)
a.
b.

Ancient Israelites; central teachings and legacies of Judaism
Greek civilization: literature, philosophy, arts, and science

c.
d.
e.
f.
g.

Athenian democracy: principles, practices, and legacy
Alexander the Great and the spread of Hellenism
Institutions, culture, and legacies of the Roman Republic and Empire
The classical civilization of India; Hinduism, Buddhism
The classical civilization of China; Confucianism, Taoism

h.
i.

Origins, central teachings, and spread of Christianity
The decline and fall of the Roman Empire; historians’ debates

3. Growth of Agricultural and Commercial Civilizations (500 to 1500 A.D.)
a.
b.
c.
d.

The Byzantine Empire: institutions, religion, and culture
The origins and principles of Islam; spread of Muslim power
Components of early European civilization: Roman, Christian, invaders
Western feudalism, manorialism, religion; the three social estates

e.
f.

The Middle Empire in China; trade and arts; Chinese Buddhism
Japan’s classical age; Shintoism, Buddhism, Sino-Japanese culture

g.
h.
i.
j.

Kiev and Muscovy; Russia and the Mongol Empire
Africa: cities and states; gold, salt, and slave trade; Muslim expansion
Societies of pre-Columbian America: Mayan, Incan, Aztec
Europe in the high Middle Ages; monarchs, parliaments, church, and culture

4. Emergence of a Global Age (1450 to 1750)
a.
b.
c.

The Italian Renaissance: economic, social, and political bases
Works and legacies of Renaissance artists and humanists, South and North
Leaders, ideas, contending forces, and religious change in the Reformation era

d.

China under Ming and Manchu dynasties; agriculture, trade, and cities

e.
f.

Japanese unity under the Tokugawa Shogunate, the closing inward
European expansion and exploration; economic and technological forces

g.

European conquests, colonization, and consequences in the Americas

h.

Absolute monarchies and constitutional governments
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5. The Age of Revolutionary Change (1700 to 1914)
a.

The Scientific Revolution; earlier discoveries; new “laws” of nature

b.

The Enlightenment in Europe and America

c.

Origins, stages, and consequences of the American and French Revolutions

d.

Latin America; wars for independence; economic and social stratification

e.

Agricultural and Industrial Revolutions in the Western world

f.

Cities and urban life of the 19th century

g.

Democratic and social reform in Europe; evolutions and revolutions

h.

Rising European nationalism; motives for the new Western imperialism

i.

Chinese resistance to colonialism; the Chinese Revolution

j.

Japan’s modernization and rise to world power

k.

Dawn of the 20th century; Western optimism and counter-currents

6.

7.

The World in the Era of Great Wars (1900 to 1945)
a.

World War I: causes, military course, and consequences

b.

The Russian Revolutions of 1917; ideas and practices of Bolsheviks

c.
d.

Paris Conference, Versailles Treaty; aims and conflicts of divided Allies
After-effects of war and colonialism, West and East

e.

The Great Depression: causes and worldwide consequences

f.

International Communism; Leninist/Stalinist totalitarianism in Russia

g.

International Fascism; Italy, Spain; Nazi totalitarianism in Germany

h.

Liberal democracies in danger; economic, social, and political crises

i.

Origins and responsibilities for World War II in Europe and Asia

j.

World War II: geography, leaders, military factors, and turning points

k.

The human toll of 20th century wars and genocides; the Holocaust

The World from 1945 to the Present
a.
b.

Origins of the Cold War; the divided victors of World War II
Rebuilding and reform in postwar Europe and Japan

c.

New nations in Africa and Asia; the end of European colonialism

d.

Cold War in Europe; Marshall Plan; NATO; Iron Curtain, Warsaw Pact

e.

Cold War in Asia; Chinese Communist Revolution; wars in Korea and Vietnam

f.

East/West duels for the non-aligned: Asia, Africa, Central and South America

g.

The Soviet Empire collapses; post-Cold War locales of world disorder

h. Persistent nationalism, militarism; conflicts of race, religion, and ethnicity
i. * Democracy and human rights; advances and retreats since 1945
j.
k.

The changing world economy; limits on national sovereignty and priorities
New boundaries and issues in science, technology, and culture

the MASSACHUSETTS HISTORY AND

SOCIAL SCIENCE CURRICULUM FRA,MEWORK

COMMONLY TAUGHT
SUBTOPICS

V. COMMONLY TAUGHT SUBTOPICS RELATED
TO CORE KNOWLEDGE IN UNITED STATES
AND WORLD HISTORY, GEOGRAPHY,
ECONOMICS, AND CIVICS AND GOVERNMENT
The following subtopics in United States and World History, Geography, Economics, and
Civics and Government offer, for the convenience of teachers and curriculum planners, a
selection of additional and commonly taught particulars related to the Core Knowledge
topics presented above, and aligned with the PreK-12 order of instruction. The subtopics
suggest important specific events, issues, ideas, and personalities that may be chosen to
engage students in reaching the desired Learning Standards. Teachers must decide how
best to spend the structured learning time dedicated in their schools to study of history and
social sciences. Designing curriculum and courses includes deciding which elements of

Core Knowledge should be treated in depth and at length and also studied at several grade
levels, because it is impossible to study every element of Core Knowledge in depth. The

Commonly Taught Subtopics do not exhaust the items that teachers might reasonably
decide to emphasize in a curriculum, but they may be used to guide curriculum and course
design.

GRADE SPAN PREK-4

Many of the subtopics for grades 5-12 may be introduced to

children in earlier grades, in ways appropriate to their ages and in support of their work in
English and other languages, in the arts, in science, and in mathematics. The following are
familiar examples:

THE UNITED STATES:
PreK-K: selected elements of grades 1-4 topics
•

•
•

Important figures of U.S. history (for example, George Washington, Thomas Jefferson,
Ben Franklin and “Poor Richard,” Abraham Lincoln)
People and events celebrated in major national holidays, symbols, monuments (for ex¬
ample, Independence Day, Thanksgiving, Martin Luther King Day, Labor Day, Memo¬
rial Day; stars and stripes on the field of the American flag)
People of other lands and times; their fables, folk tales, and fairy tales
Location on the globe of major global features (continents, oceans, poles, axis, equator)

•

and the places of “people of other lands”
Patriotic symbols and songs (such as Pledge of Allegiance, “Star Spangled Banner,”

•

Statue of Liberty, “America”)
The national capital city, Washington D.C.; the state capital city, Boston

•
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Hi:

Grades 1-4: selected elements of grades 5-12 (with emphasis on the 5-8 grade span)
1. Early America and Americans (Beginnings to 1650)
•
•
•
•

•

Waters, topography, and climate of Massachusetts and North America; locations on
globe and maps
Resources of North America: animal, vegetable, mineral
Ice Age migrations of earliest Americans
Life in North America before European settlement of selected North American peoples
(for example, Pueblo, Apache, Inuit, Cherokee, Wampanoag, Iroquois, Huron): their
food, homes, environmental influences, arts and oral traditions, and inter-tribal con¬
tacts such as common Algonquin language, Iroquois confederacy
Routes of early European explorers seeking routes to the Indies, seeking a Northwest
passage through the continent, seeking wealth and trade; where they went and what
they found (for example, Columbus in 1492, Balboa, Ponce de Leon and the “foun¬
tain of youth,” Magellan, Cabots, Hudson, Cartier, Coronado and the “Seven Cities of
Cibola/Gold,” Drake)

•

Locations of routes on globe and maps; climates of the journeys; foods of the “New
World”; introduction of the horse

•

First encounters between Europeans and Americans in North America and first settle¬
ments (for example, St. Augustine; Roanoke, the “lost colony”; Jamestown, John Smith
and Pocahontas, Powhatan; Plimoth, the Pilgrims, Squanto and Massasoit; Quebec;
Manhattan Island “purchased” by Dutch)

•

The Pilgrims and Plimoth settlement, 1620: important events, figures, and ideas (the
Mayflower Compact—consent of the governed; William Bradford; the first winter;
daily life and work of the colony; religious purpose)

•

The Puritans and the growth of Massachusetts Bay colony and Boston: important
figures and events and ideas (John Winthrop, “a city upon a hill”; town government,
and the colonial legislature, the General Court; daily life and occupations, school—
the primer; Roger Williams and the founding of Rhode Island colony, Anne Hutchinson)
Cooperation, coexistence, and conflict with Native Americans (for example, Pequot
and “King Philip’s” Wars)

2* Settlements, Colonies, and Emerging American Identity (1600 tn176Tf
Settlement of other colonies for religious purposes; wealth; new trade sources and
products; freer, better lives:
Jamestown/Virginia colony (introduction of slavery, representative assembly_House
of Burgesses)

•

Pennsylvania colony (William Penn and Quaker settlement; relations with Native
Americans; Philadelphia; a two-chambered legislature)
South Carolina (expansion of agriculture and slavery)
Thirteen original colonies; geography of the Eastern seaboard
Colonial occupations (fishing and whaling; small farming; artisanship, including the
work of colonial women; and small manufacture)

19

Ports: Boston, Philadelphia, New York, Charles Towne/Charleston (trade patterns with
West Indies, Africa, England, and the Continent)
Family and community life, folklore and patterns of colonial life (life in a New England
town, including town government and religion; the youth of Ben Franklin in Boston
and Philadelphia; John Singleton Copley’s portraits)
Emerging religious toleration and the idea of religious freedom in the colonies (for
example, George Washington’s Letter to the Hebrew Congregation in Newport, and the
Touro Synagogue in Newport, Rhode Island)
Emerging ideas of political rights (to English liberties) and representative government
Exploration across the Appalachians: trapping and trading, clearing and farming (for
example, Daniel Boone and the Wilderness Road)
3. The American Revolution: Creating a New Nation (1750 to 1815)
•
•
•

•

•

•
•

French and Indian War: Britain wins Canada from France; colonial taxes rise
People and events in Massachusetts (Sam Adams, John Hancock, Stamp Act, Boston
Massacre, Crispus Attucks, John Adams, Boston Tea Party)
People, battles, and events of the Revolutionary War, (Paul Revere; Lexington and Con¬
cord; the militia and the Redcoats; Bunker Hill, “don’t shoot till...”; Patrick Henry,
“give me liberty...*’; Ben Franklin, “we must all hang together...”; General George Wash¬
ington in Boston with cannon from Ft. Ticonderoga—Evacuation Day; crossing the
Delaware; Valley Forge; John Paul Jones, “I have not yet begun...”; Nathan Hale, “I
regret that...”; Benedict Arnold; the loyalists—Tories; foreign assistance, Lafayette;
Yorktown; Deborah Sampson, “Molly Pitcher”)
Thomas Jefferson and the Declaration of Independence, 1776: “We hold these truths...,”
(natural right and equal liberty); “right of People to...” (change governments if neces¬
sary to secure and protect rights)
The first constitution. Articles of Confederation; the Constitutional Convention and the
writing of the Constitution in 1787, a limited national government; Madison, the “Fa¬
ther of the Constitution”; “We the People...” (self-government)
Louisiana Purchase; explorations of Lewis and Clark, Sacajawea; major features of
mid-continent geography, Mississippi to Rocky Mountains
War of 1812 (Francis Scott Key and the “Star Spangled Banner,” the Constitution—
“Old Ironsides,” Washington bums, Dolley Madison)

4. Expansion. Reform, and Economic Growth (1815 to 1861)
•

•
•

Important inventions (Eli Whitney and cotton gin, Robert Fulton’s steamboat, “clipper”
ships, Morse code and telegraph, sewing machine) and important enterprises (canals,
railroads, the mills and Lowell, Mississippi travel and trade, pony express, China trade,
“King Cotton”)
American literature: Washington Irving, James Fenimore Cooper, Longfellow, Edgar
Allan Poe; folk tales
Westward migration (pioneers, covered wagon trains, Santa Fe Trail, Davy Crockett,
Sam Houston and the Alamo, the gold rush, the Oregon Trail)
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Forced removal of Native Americans (Cherokee “Trail of Tears”; removal to reserva¬

.

tions; Sequoyah, an alphabet for native American languages)
Geography: Rocky Mountains to the Pacific; the Continental Divide

5 Thp Civil War and Reconstruction (1850 to 1877)
.

Working against slavery (Sojourner Truth, Harriet Beecher Stowe and Uncle Tom's Cabin,
Harriet Tubman and the Underground Railway)
.
Abraham Lincoln (youth, education, what Lincoln stood for in public life: Union, a
house divided...”; “a nation conceived in liberty and dedicated to the proposition that

•

all men are created equal”)
The Civil War (effects of the war on families; important battles; destruction of life and
property; local monuments—Shaw monument on Boston Common; Grant and Lee; the
Emancipation Proclamation; Gettysburg Address, 1863; Appomattox)
Struggle of freed African-Americans for livelihoods, education, and full citizenship
(“40 acres and a mule” withheld, Freedmen’s Bureau schools, Booker T. Washington,

•

•

Frederick Douglass, “Jim Crow” laws, and segregation)
6. The Advent of Modern America (1865 to 1920)
•

•

Inventions (Thomas Edison, Alexander Graham Bell) and industry (railroads; first oil
wells; steel and “John Henry”; ranches and cowboys, prairie farming)
Effects on Native Americans (for example, elimination of buffalo and destruction of
Plains Indians: Sitting Bull, Crazy Horse, Geronimo, Chief Joseph, Wounded Knee)
Immigrant lives (Ellis Island; immigration waves; beginning with Irish in 1830s, city

•

tenements and new skyscrapers)
Life of Theodore Roosevelt (conservation; Panama canal)

•

7. The United States and Two World Wars (1914 to 1945)
•
•

The story of flight, of the automobile, of radio and movies
Susan B. Anthony, Elizabeth Cady Stanton and women’s suffrage; the 19th Amend¬

•
•
•

ment to the Constitution
The Jazz Age (African-American origins of jazz; Langston Hughes, poet)
The Great Depression (stories and photos)
Franklin and Eleanor Roosevelt

8. The Contemporary United States (1945 to the Present)
•
•
•
•
•

The struggle for full citizenship for African-Americans (schooling, Rosa Parks and
civil rights marches, Martin Luther King, Jr., “I have a dream...”)
Farm labor, Cesar Chavez
Eisenhower and Kennedy leadership
Sputnik, the first satellite; United States to the moon and beyond
Current immigration patterns (newcomers from all continents)

THE MASSACHUSETTS HISTORY AND SOCIAL SCIENCE CURRICULUM FRAMEWORK

THE WORLD:
1. Human Beginnings and Early Civilizations (Prehistory to 1000B.C.)
Human beginnings probably in Africa (the fossils that the Leakeys and Johanson found)
Geography of Africa (waters, mountains, deserts, rain forests, savannah, animals)
Early people (tools for hunting, fire, weapons; kept graves and made cave paintings—
Lascaux; Neolithic man: invented language, domesticated animals, produced agri¬
cultural surplus and gathered in cities, made pottery)
Tigris and Euphrates and the Mesopotamian peoples: used wheel, built cities and
palaces (ziggurat and hanging gardens of Babylon, one of the “seven wonders of the
world”), developed codes of law (code of Hammurabi) and cuneiform writing
Chief features of Middle Eastern geography
Egypt and the Nile (hieroglyphic writing, pyramids, and religious arts)

2. Classical Civilizations of the Ancient World (1000B.C. to ca. 500A.D.)
•
•
•

Hebrew belief in one God and teachings about God’s law for people (the Ten Com¬
mandments, given to Moses); the kings, David and Solomon; the city of Jerusalem
Greek myths and Homer’s Iliad and Odyssey; what archaeologists—Heinrich
Schliemann and Arthur Evans—found
Greek city-states: Athens and Sparta (different views of the citizen); the Olympic games;
slavery; how the Greeks resisted the Persians and remained a free people (Marathon,
Xerxes, and Salamis); Parthenon; Greek science; Greek knowledge of world geogra¬

•
•

phy
Alexander the Great
Virgil’s Aeneid and Romulus and Remus (the mythical origins of Rome); republican
citizenship, Horatius at the Bridge; Julius Caesar; roads—the Appian Way, aqueducts,

•

and baths; the teachings of Christianity first suppressed, then adopted by Rome
Jesus of Nazareth (the Sermon on the Mount and the Golden Rule; the parable of the

•
•

good Samaritan)
Chief features of European geography
India (Indus River valley; Hinduism; the zero; Buddhism and its spread; Islam in

•

India)
China (Confucius on mutual responsibilities of parents and children, brother and brother,
friend and friend, husband and wife, ruler and subject; arts and technology, such as
paper-making and invention of gunpowder; the Silk Road)

•

Chief features of Asian geography

3. Grow th of Agricultural and Commercial Civilizations (500 to 1500A.D.)
•

Muhammed and the teachings of Islam (Islamic medicine, arabic numerals—from

•

India— Scheherazade, the Alhambra palace)
Charlemagne and the Saracens (Muslims), The Song of Roland
THE MASSACHUSETTS HISTORY AND SOCIAL SCIENCE CURRICULUM FRAMEWORK

22

•
•

Monks and monasteries; illuminated manuscripts
Celtic and Saxon England (legend of King Arthur and Knights of the Round Table, the

•

Anglo Saxon legend of Beowulf)
Viking invasions of Europe and Anglo-Saxon England and explorations of Eric the Red

.

and Leif Erikson to Greenland, Newfoundland, and “Vinland”—the Vinland Saga
Norman Conquest, 1066 (William the Conquerer, Battle of Hastings, Bayeux Tapestiy)

•

Lords and ladies, knights, vassals and serfs; castles and manors

•
•

Cathedrals (romanesque and gothic)
Crusades to recapture Jerusalem from Islam (Richard the Lionhearted and Saladin)

•
•

King John and Magna Carta, 1215; the legend of Robin Hood
Medieval towns, guilds, and commerce; Marco Polo’s travels to China for silks and

•
•

spices
Japan (samurai warrior-knights; Shinto and Buddhism)
Empires of Ghana, Mali, and Songhai; city-states of East Africa

4. Emergence of a Global Age (1450 to 1750)
•
•
•

•
•
•

Renaissance: new interests in ancient learning and in the world around us (the art of
Florence: Michelangelo, Leonardo da Vinci)
Gutenberg printing press, 1454, and Bible reading; Martin Luther
Explorations for discovery and trade—around Muslim-controlled trade routes (Prince
Henry the Navigator’s support for Diaz and da Gama; Ferdinand’s and Isabella’s sup¬
port for Columbus; the conquistadores, Pizzaro and Cortes)
Incan, Mayan, and Aztec societies
Elizabeth I; the Spanish Armada; ships and sail
Copernicus and Galileo

5. The Age of Revolutionary Change 11700 to 1914)
•
•
•
•

Great scientific discoveries: William Harvey and the circulatory system; Newton and
light, motion, gravity; van Leeuwenhoek and the microscope
Enlightenment ideas: natural rights to life, liberty, and property
French Revolution (Bastille Day, July 14, 1789; Robespierre; Napoleon)
Charles Darwin and the voyage of the Beagle; Louis Pasteur

6. The World in the Era of Great Wars (1900 to 19451
•
•

World Wars of the 20th century (World War I and II)
Great Depression (worldwide)

•

Great statesmen and tyrants of 20th century (Winston Churchill, Gandhi; Hitler and
Stalin)

•

Great scientists and discoveries of 20th century (Marie Curie, Einstein, penicillin, polio
vaccine)

the aaassachusetts history and social science curriculum framework

GRADE SPANS 5-8 AND 9-12: THE UNITED STATES
1- Early America and Americans (Beginnings to 1650)
a.

The setting: geography and resources of the Western Hemisphere
• Recapitulation of PreK-4 learning in geography
• Coastlines, river valleys, plains, mountains, and climates of North America
• Major resources for food, clothing, shelter, war, and trade

b.

Native Americans: differing economics and politics; peace and war
• Recapitulation of PreK-4 learning on first inhabitants of Massachusetts
• North American tribal groups; differing relations to natural environment
• Different modes of law and government; differing relations to neighbors

c.

Major European societies, rivalries; 15th and 16th century explorations
• Recapitulation of PreK-4 learning of European explorations
• Spain, France, England in competition; the Spanish Armada 1588
• Commercial revolution; mercantilism; traders and bankers finance explorations

d.

African geography, societies, politics; backgrounds of the slave trade
• Highly varied geographical regions; highly varied economic and social life
• Political variations, from villages to empires; Ghana, Mali, Songhai
• 15th century Portuguese enter African-Muslim slave trade

e.

First encounters between Americans and Europeans; the consequences
• The intercontinental exchange of plants, animals, technology, and disease
• Native American societies destabilized by epidemic and European conquest; weaker
groups and cultures perish in wars with stronger native groups; European colonists
arrive and settle amid widespread upheavals

f.

Early English settlements; daily life in Massachusetts
• Jamestown Cplony
• The Mayflower Compact; Pilgrims and the Plimoth Plantation
• The Puritans; Massachusetts Bay Colony, 1630
• The clustered village or town; security and social life
• Centrality of work, the family, and religious observance

2. Settlements, Colonies, and Emerging American Identity (1600 to 1763)
a. Political, religious, and economic motives of European colonizers
• Spanish in present-day California, Texas, New Mexico, Arizona, Colorado, Utah;
seekers of precious metals, traders, ranchers, missionaries
• French along the St. Lawrence and Mississippi rivers: Quebec, Montreal, Detroit, St.
Louis, New Orleans; fur traders, farmers, merchants, and missionaries
• English merchant-investors, landlords, farmers; refugees from civil war and political
upheavals of the 17th century
• For religious freedom; Puritans, Catholics, Huguenots, Jews, Quakers and William
Penn
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b. Coexistence and conflict between Europeans and Native Americans
• Exchange of foods, tools, weapons, farming and fishing techniques
• Advances into Indian habitats and hunting grounds; rising hostility
• Pequot War 1637; King Philip’s War 1675; exchange of massacres
• In sparsely-populated French areas, conversions and intermarriage
c. Massachusetts town government, religion, and schooling in colonial times
• The town meeting; church and town elders; propertied voters
• The General School Act of 1647; free town schools for boys
• High rate of male literacy; reading the Bible and the laws
• Growth of newspapers and almanacs; Ben Franklin’s Poor Richard
d. Colonial era labor and the advent of North American slavery
• Effects of geography and climate; cash crops vs. self-sufficient farming
• By mid-17th century, hereditary slavery of Africans established in Virginia
• The Atlantic slave trade; the “middle passage”
• Limited use of slaves in northern colonies; first anti-slavery societies
e. Family life across classes, races, and regions of colonial America
• Widespread Christianization of African slaves; strong family patterns
• In New England, strict Puritan child-rearing; patriarchal authority
• Labor of women and children essential to family farms and shops
• Quakers insulate children from others; women’s status higher than elsewhere
f.

Intellectual and religious heritage of Anglo-American colonials
• The centrality of the Bible; Judaic-Christian principles of spiritual equality,
individual responsibility for moral choice, community responsibility
• Shakespeare; King James Bible; Milton, John Locke
• For schooling: Aesop’s Fables, Virgil, Cicero, Horace
• Founding of colleges to train clergymen; Harvard, Yale, William & Mary

g. Growing social and political divergence from England
• Social mobility, expectations loosen class lines
• Unlike French and Spanish, English imperial rule limited by local colonial power
• Town and colonial assemblies and voters often challenge royal governors
• Until mid-18th century, “salutary neglect” accustoms colonists to freedom
from direct taxation and strict enforcement of trade and navigation laws

COMMONLY TAIMSH
SUBTOPICS
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3. The American Revolution: Creating a New Nation (1750 to 18151
a. Events and interests behind the American Revolution
• British victory in Seven Years’ War frees colonies from outside threats
• Colonists protest direct British taxes to recoup war costs, cite Magna Carta:
taxation without representation”

no

• Americans defy British prohibition of settlements west of Appalachians
• Rising cooperation and patriotism among colonies; British goods boycotted
• Boston Massacre 1770; Boston Tea Party 1773; Boston occupied by British
b. First battles in Massachusetts; the Declaration of Independence
• April 1775: Lexington and Concord; ‘‘the shot heard round the world”
• June 1775: Battle of Bunker Hill
• Thomas Paine’s Common Sense, January 1776
• July 4, 1776: Continental Congress votes the Declaration of Independence
• The Declaration’s principles “heard round the world,” inspiring the quest for free¬
dom and justice in America and elsewhere down to the present
c. Leaders, turning points, and deciding factors of the Revolutionary War
• George Washington’s strategy, fortitude, and personal example
• Defeat of the British at Saratoga wins French alliance and support
• The bitter saga of Valley Forge, 1778; an army survives to fight again
• Rochambeau and Washington capture British army at Yorktown, 1781
• Factors in British defeat: distance from England; unpopularity of war at home; Ameri¬
can patriotism and military ingenuity; foreign mercenaries undependable; inferior
leadership; losses to guerilla attacks; French money, troops, and fleet sent to support
Americans against the British.
d. The Anglo-American political heritage
• Lessons from Athenian democracy and the Roman Republic
• Magna Carta: principles of limitation of royal power, and consent to taxation
• The Common Law; English Parliament from 13th century to Elizabeth I
• The Mayflower Compact; consent of the governed; rule of law
• The Glorious Revolution; the Bill of Rights, 1689
• Practices of the several colonial governments
• 17th and 18th century ideas: Hobbes; Locke; Montesquieu
e. Founding documents and debates
• Basic provisions of state constitutions for free self-government: separation of pow¬
•
•
•
•
•

ers; bills of rights
Articles of Confederation; weaknesses vis-a-vis the problems of the day
The Northwest Ordinance, 1787; slavery banned in the territories
The United States Constitution; the Philadelphia Convention of 1787; James Madi¬
son, “Father of the Constitution”
Ratification debates; the Federalist and Anti-Federalist positions
The Bill of Rights (1791); models from England and the states
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f. The Constitution
• The balance of powers between national and state authorities (federalism)
•

The separation of powers: executive, legislative, judicial

•
•

Bicameral legislature
Major compromises: between large states and small; the three-fifths compromise
on counting slaves for determining seats in the House of Representatives and direct

•

taxation
Change and continuity in the amending and interpreting of the Constitution

g. The early Republic: Washington as founding statesman; the birth of party politics
•
•

Washington’s unique stature; his cabinet balanced among factions
The “first American party system” emerges; the conflicting views of Hamilton and

•

Jefferson on national power and the economy
The French Revolution further divides “Federalists” and “Republicans”

•
•

John Adams, Federalist, first President from Massachusetts
The “peaceful revolution” of the Jefferson election, 1800

h. Expansion and conflict: the Louisiana Purchase; War of 1812
• 1803 Louisiana Purchase from Napoleon, after French disaster in Haiti at the
•
•
•
•
•

hands of rebel general Toussaint L’Ouverture
Louisiana Purchase doubles the size of the country, assures domination of North
America
The expeditions of Lewis and Clark, and Zebulon Pike
British capture and bum city of Washington, are defeated at Baltimore; birth of the
“Star Spangled Banner”; brief supremacy of American navy; “Old Ironsides”
Andrew Jackson wins fame defeating British at New Orleans, 1815, two weeks
after signature of peace in Belgium
The Monroe Doctrine

4. Expansion. Reform, and Economic Growth (1800-1861)
a. Evolution of the Supreme Court
• John Marshall’s “nationalist” aims; strengthening federal powers
• The Court establishes judicial review of the constitutionality of legislation in Marbury
v. Madison, 1803
•

The Court expresses “implied powers” of the federal government, or “loose con¬
struction,” in McCulloch v. Mary land, 1819

•

The Court extends federal power through the commerce clause in Gibbons v. Ogden,
1824
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b. Industrialization in New England; invention and enterprise
•

English origins of the Industrial Revolution; the factory system

•

Samuel Slater, copier of British machinery; the first mill in Pawtucket

•
•

Bankers provide capital; rivers, canals provide power; Lowell and Lawrence mills
Farming decline provides disciplined, dependable labor; the mill girls

•

Eli Whitney; development of interchangeable parts for mass production

c. The Northern economic system: capital, industry, labor, trade
•
•
•
•

Capital: profits from trade and shipping available for new industries
Industry: mass production of textiles, shoes, rails, and farm machinery
Labor: sources of cheap labor; the early and divided union movement
Trade and shipping; the great East Coast ports; Yankee Clippers

•

Transport: rivers; canals (Erie); by 1850, 25,000 miles of railroad

d. The Southern economic system: land, agriculture, slavery, trade
• Cotton, king of cash crops; tobacco, rice, and sugar plantations
•
•
•

Mass demand from markets in the Northern states and Europe
Mass supply: Eli Whitney’s cotton gin; roads, rails, steamboats
Slave labor enriches some Southern landowners; slave and Northern labor’s
contributions to national economic growth
Growth of free black workers and farmers slowed by state laws of 1840s

•

e. Jacksonian Democracy and pre-Civil War reformers: popular politics,
abolitionism, women’s rights, and schooling
• Widening male suffrage; new style campaigns; the spoils system
• Garrison’s The Liberator, 1831; Harriet Beecher Stowe, Uncle Tom’s Cabin, 1852
• Frederick Douglass’ Narrative, 1845; the Underground Railroad; Harriet Tubman
• Women’s rights proclaimed; Declaration of Sentiments, Seneca Falls, 1848: “all
men and women are created equal”
Horace Mann and the common public school; his “Massachusetts theory” of educa¬
tion as “the great equalizer”; Emma Willard and women’s education
Reform of prisons, hospitals, and asylums; Dorothea Dix

•
•

f. The emergence of distinctly American religion, art, and literature
• Webster’s dictionary and American Spelling Book’, McGuffey’s Readers
• American Methodism; Unitarianism; Shakers; Mormons; distinctly immigrant and
•
•

African-American influences on Catholicism and Protestantism
American Romantic painters; Thomas Cole and the Hudson River School
Writers’ version of Romanticism; Emerson, Self-Reliance; Thoreau, Walden, Civil
Disobedience’, Poe’s poetry and tales; Cooper; Longfellow; Hawthorne; Melville,

Moby Dick
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g. New immigrants; migration patterns; nativist hostility
• Irish famine, German revolutions, poverty in England spur waves of newcomers
• Nativist hostility found in all socio-economic classes
• Labor movement divided along racial, ethnic, native/newcomer, religious lines
• The Know-Nothing party; discrimination and segregation.
• Immigrants double the free labor force for mines, factories, railroads, docks
h. Westward migration; Indian removals; war against Mexico

•
•
•
•
•

Pre-Civil War settlements between Appalachians and Mississippi River
Since Louisiana Purchase, Indians forced to sell or abandon lands; Jackson defies
Supreme Court, f orces the Cherokee “Trail of Tears”
Beyond the Mississippi; the Oregon Trail by wagon train
Lure of the West Coast; China trade, rich land, fisheries, and gold
Mexican War adds Spanish and Indian lands and population to the United States

5. The Civil War and Reconstruction (1850 to 1877)
a. Slave life; families, religion, and resistance in the American South

•
•
•
•

Range of slave experiences: regimented plantation labor; skilled crafts; docks, fish¬
eries, and factories
Historians’ debates on slave family life and intrusions on it by law and owners
Sources of cohesion: kinship networks; black church-going, both open and secret;
sermons, stories, and music; oral tradition in absence of forbidden education
Variations of passive resistance; Nat Turner’s rebellion and retaliations

b. A nation divided; the failed attempts at compromise over slavery

•
•
•
•
•

Missouri Compromise; Compromise of 1850; the Fugitive Slave Act vs. Northern
“liberty laws”
Kansas-Nebraska Act of 1854; deadly struggles in “Bleeding Kansas”
The Dred Scott decision further divides Congress and the country
The Lincoln-Douglas debates of 1858 focus attention on slavery
John Brown’s raid on Harper’s Ferry; Brown, a monster to Southern slave-owners,
a martyr to Northern abolitionists

c. Abraham Lincoln; beliefs, election; secession and war

• Lincoln: early life and work; his reading and use of language; his vision of the
United States as “the last, best hope of earth”
• Views of slavery; debates with Douglas; Lincoln’s “right makes might” speech at
Cooper Union in 1860
• Inaugural address pleads for peace from “the better angels of our nature”
• Eleven Southern states secede; the attack on Fort Sumter
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d. Scenes of war: battlefield, farm, factory, home, hospital, prison
(the uses here of original sources; letters, diaries, reports, and memoirs)
e. Massachusetts soldiers; Fort Wagner, the Wilderness
(°uses here of letters, diaries, memoirs, regimental histories)
The 54th Massachusetts black regiment; its valor and casualties in frontal assault on
Fort Wagner, 1863, transforms Northern view of black soldiers
• The 57th and other Massachusetts units suffer slaughter in Grant’s campaign of attri¬
tion from the Wilderness to Petersburg in 1864
f.

Leaders, deciding factors, turning points, and human toll of the Civil War
• Lincoln versus Davis; Lee and Jackson; Grant and Sherman
• Disadvantages of the South: 1/3 of free population; 1/5 of industrial capacity;
weak transport; lack of navy; isolation from foreign markets and supplies
• Military turning points of Vicksburg and Gettysburg, 1863
• Union blockade drains Southern economy and civilian morale
• 620,000 dead, the equivalent of 5 million out of today’s population

g. Emancipation Proclamation; the 13th, 14th, and 15th Amendments
• Proclamation of January 1, 1963; Lincoln uses war powers to declare slaves free in
areas under Confederate control
• Historians debate the limits, implications, and circumstances of the Proclamation
• 13th Amendment, 1865, bans slavery everywhere in the United States
• 14th Amendment, 1868, declares former slaves are citizens with equal rights
• 15th Amendment, 1870, declares right of citizens to vote regardless of “race, color, or
previous condition of servitude”
h. Lincoln’s Gettysburg Address, Second Inaugural, and assassination
• At Gettysburg cemetery dedication, November 1863, Lincoln reasserts the basic prin¬
ciple of the Declaration of Independence: “all men are created equal”
• His Second Inaugural address, March 1865, attributes the scourge of war to “the
judgments of the Lord” on the nation’s “offense” of slavery, and calls for healing
“with malice toward none, with charity for all”
• First assassination of an American President, Ford’s Theatre, April 14, 1865
i. Reconstruction: aims, obstacles, and phases
• Postwar chaos in South; defeat, destruction, fears, hatreds, and social upheaval
• Short period of Republican and black political power in Southern states
• Congress unwilling to distribute land; promises broken to former slaves
• North unwilling to commit resources to enforce the Civil War Amendments
• Compromise of 1877 over disputed election of 1876; Federal troops withdrawn from
South; Reconstruction ends
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6. The Advent of Modern America (1865 to 1920)
NOTE: This era represents a “hinge” between the main topics to be treated in
grade span 5-8 and those for grade spans 9-10 and 11-12. Portions of the era
may be treated in both spans and portions may be reviewed.
a. Changes and constraints for African-Americans; Plessy v. Ferguson
• Southern white power returns; 14th and 15th Amendments ignored
• Black voting blocked by force and fear; emergence of Klan; lynch law
• Racial segregation of “Jim Crow” laws; legitimized in Plessy v. Ferguson, 1896
• Independent black farming limited and precarious; share-cropping develops
• Independent black churches; new social and educational institutions emerge
b. Industrial expansion; inventions, resources, government support
• Civil War as stimulant and shaper of the national economy
• United States as a “developing country”; massive foreign investments
• New industries: oil, steel, electricity (Thomas Edison), office machines; growth in
railroads, steel, ore and coal, machine tools, shipbuilding
• Communications: Atlantic cable, telephone, Marconi’s “wireless” radio
• Government supports: tariffs; tax policies; limits on union activity; liberal
immigration laws; sale of public mineral lands; federal and state subsidies
to railroads; state and local concessions to new businesses
• Portent of the air age: the Wright Brothers
c. Modern business: corporation, banking, stock exchange; the Gospel of Wealth
The corporation; limited liability; sale of stock to accumulate investment capital
• Horizontal combinations: railroads; vertical: Carnegie steel; both: Rockefeller oil
• Investment bankers, with industrialists, control access to capital; J. P. Morgan
• Ideas of: Social Darwinism, survival of the fittest; Gospel of Wealth, using wealth
for social and educational purposes; Carnegie libraries; universities and foundations
• Images of business: great builders; “Robber Barons”; Horatio Alger heroes
d. Organizing 19th century labor; aims, strikes, and obstacles
• Protested long hours at forced pace; unsafe, unhealthy conditions in mines, factories,
railroads; depressed wages; sudden layoffs; insecurity in illness, accident, old age *
• The Knights of Labor; the American Federation of Labor
Suppressions of the 1877 railroad strike, 1892 Homestead strike, and the 1894 Pull¬
man strike; federal and state troops intervene
• Obstacles to peaceful, effective union action: workers mobile and diverse; internal
divisions over aims; employer lockouts, blacklists, and retaliation; hostile press; public
fear of radicals; courts, police, political authorities side with employers
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e. New immigration and migration; life in growing American cities

Between 1865 and 1914, millions move from farm tocity and town; over 25 million
immigrants arrive; southern blacks begin migration to North and Midwest
Resurgence of nativist hostility; the Chinese Exclusion Act 1882 follows upon thp
completion of western railroads, built by Chinese labor
• Attraction of city: lights, water, sewers, schools, libraries, entertainments
e underside: noise, crime, poverty, squalid tenements; violent racial, ethnic and
religious conflicts; start of flight to the “streetcar suburbs”
• Need for services, defenders; rise of ethnic political bosses and machines
f. Settlements and diversity; the West, Southwest, Pacific coast, Alaska

In the pre-Civil War period, settlement had leapt over the Plains, from the Missis¬
sippi basin to the promising regions of California and Oregon
Slaughter of the buffalo; final defeat of Plains Indians, confinement to reservations
Rapid settlement of the plains followed; frontier declared “closed” in 1890
Struggles and compromises among cattlemen, sheepmen, and farmers
• Alaska purchased from Russia in 1868; gold rush of 1896 drew population
g. Crises and losses on American farms; the Populist movement

• Mechanization of agriculture; productivity depresses prices
• Weakness of farmers versus banks, railroads, processors, distributors
• Agrarian rebellion; the Grange and Farmers’ Alliances
Populist party platform: graduated income tax; govemment-run railroads and utili¬
ties; people’s banks, end of monopolies
• Populism weakened, divided over race, errant leaders, failure to draw in the indus¬
trial workers and Eastern liberal leaders
h. The United States as World Power; the Spanish-American War

• War with Spain over Cuba; Theodore Roosevelt sends Admiral Dewey to victory in
Manila Bay, and leads battle at San Juan Hill in Cuba
• Spain frees Cuba, cedes Puerto Rico and Philippines to United States
• Congress, public divided; opponents see imperialism betraying American democ¬
racy
• Imperial arguments: “white man’s burden” to “civilize” and democratize; Social Dar¬
winism; needs of expanding trade; global balance of power
• U. S. forces crush Philippine independence forces of Aguinaldo
• The Open Door Policy
• The Panama Canal; saga of imagination, engineering, and medicine
i.

Progressivism; results and limits; Theodore Roosevelt, Woodrow Wilson

•

Progressive creed of middle class professionals: reform of society through
science, reason, education, expert management, civic and political reform
• The muckrakers: Tarbell on Standard Oil; Steffens on shame of the cities
• The Progressives in education; intelligence testing, socialization, and “practical”
schooling for the masses; rejection of academic tradition
• Theodore Roosevelt vs. “malefactors of great wealth”; antitrust cases, aid to 1902
coal miners strike, Pure Food and Drug Act; proposes 8-hour day and income tax
• The environmental White House and conservation: Theodore Roosevelt, Pinchot,
John Muir
• Woodrow Wilson; wins lower tariff, graduated income tax, anti-child labor laws
32
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7.

The United States and Two World Wars (1914-1945)

a.

World War I; causes, stages; American economic, military, political roles

•
•
•
•
•

b.

Long term accumulation of explosive forces in Europe; European diplomacy
fails in July 1914, following murder of Austrian Archduke in Sarajevo
Stalemate at the Marne, 1914 is followed by four-year war of attrition
Wide American sympathy for Allies: loans, arms, and raw materials go to them
The Lusitania, 1915; German submarine warfare; Wilson’s 1916 campaign
promise to keep U.S. out of war; U.S. declares war, 1917
“Lafayette, we are here!” American Expeditionary Force (AEF) critical in final
battles; British-American Atlantic convoys frustrate German submarine fleet

The war, the peace: short- and long-term consequences for 20th century
America

• Americans, British, French buoyed by common cause against autocracies
• Women and blacks enter the arms industries; black migration to northern cities;
experiences of black soldiers in segregated army, at home and in France
• Xenophobia; anti-German vandalism; anti-Bolshevik fear; Americanization
programs in schools and communities
• Wilson’s 14 Points seek to address the apparent causes of war; his struggle for
them and the League of Nations at Paris; clash of Allied interests forces compro¬
mise
• The United States Senate battle over Versailles Treaty and League; Wilson’s
cross-country speech campaign; his collapse; failure of the Treaty in the Senate
• Effects of World War I bring Communists to power in Russia; open Italy to
Fascists and Germany to Nazis, and Europe to crises of 1930's, WWII and Cold
War
c.

Campaign for women’s suffrage; the 19th Amendment

•
•
•
•
•

Evolution from Seneca Falls, 1848; Susan B. Anthony; Elizabeth Cady Stanton
Women’s vote a central reform of the Progressive era; National American
Woman Suffrage Association has 2 million members by 1917
Gains in many states accompany wartime entry of women into work force
In 1920, pro-suffragists win ratification of the 19th Amendment
Division of movement between accepting women’s “separate sphere” and
National Women’s Party demand for equal rights, for a ban on discrimination in
all spheres of life

d. Jazz Age: optimism, new industries, mass consumption and entertainment; arts
and letters; the Lost Generation; the Harlem Renaissance

•
•
•

Mass production; Ford’s Model T, the “worker’s car”; automobile industry stirs
boom in oil, steel, machine tools, services; suburbs grow beyond the trolley lines
Social and cultural implications of America’s “love affair with the automobile”
Mass advertising, easy credit, rise of mass consumption economy; increase in
prosperity and standard of living

THE A'nASSACHUSETTS HISTORY AND SOCIAL SCIENCE CURRICULUM FRAMEWORK

Mass entertainment across generations: Hollywood and movie palaces; spectator
sports, football, baseball; 12 million radios in American homes by 1929
Literary style of postwar disillusion, self-indulgence: Fitzgerald, Hemingway,
Dos Passos, O'Neill; the Paris expatriates
Harlem Renaissance: Zora Neale Hurston, Langston Hughes, James Weldon
Johnson
Black musicians create American jazz, its many forms destined to dominate
popular music in the Western world.
e.

The underside of the 1920s; race conflict, nativism; urban and farm poverty
Black migration northward continues, into ghettos and mostly segregated schools;
excluded from labor unions; Marcus Garvey and black separatism; Ku Klux Klan
grows nationwide, extending its threats to hyphenated Americans, Jews, Catho¬
lics, labor organizers
•
•

Immigration quotas imposed; in 1924, 2% based on 1890 Census
Most workers unorganized, unprotected by legislation; Supreme Court invalidates
anti-child labor laws: women’s entry into law, medicine; advanced professional
education for women resisted

•

Fall of farm incomes; rural poverty and foreclosures are harbingers of depression
even as other sectors of the economy grow and prosper
Prohibition divides society; defiance of law; criminal conspiracies become more
organized and powerful with profits from illegal liquor trade

•

f.

Causes of the Great Depression, domestic and international
Low incomes of farmers and industrial workers prior to the Depression; continu¬
ing low incomes limit mass purchasing power and slow the boom in automobiles,
appliances, real estate, and construction
• Unregulated and highly leveraged speculation on Wall Street grows to popular
craze; stock prices soar beyond profits and value of firms
• The Crash: October 1929, stocks plummet, ruining investors big and small; panic
and retrenchment spread
• Post-crash events: purchasing cut, factories close, jobs eliminated; Federal
Reserve policies, the Smoot-Hawley Tariff, and their effects
• By 1932, 60% drop in farm and labor income; 10 million jobless; 25% of farm
homes lost; 7,000 banks fail, with 9 million bank accounts
• American tariffs, effects of European inflations and depressions hobble trade

g.

Massachusetts in the Depression; joblessness, poverty relief, family life
(uses here of original sources; and oral history; memoirs, local records, inter¬
views)
• Massachusetts largely reflects the nation; vagrancy; homelessness, malnutrition;
stricken families undermined; desertion, divorce, decline in marriages and births
• Other families, some with country relatives, survive and draw closer
• Some employers strive to keep workers on, by dividing tasks and hours
• Private and religious charities, local relief agencies struggle to meet the crisis
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h.

American artists, writers, and popular culture of the ‘thirties and ‘forties
• Depression years in photography; Dorothea Lange, Walker Evans (in James
Agee’s Let Us Now Praise Famous Men), Margaret Bourke-White, Russ Lee
• John Steinbeck’s In Dubious Battle relates trials of California migrant labor, his
Grapes of Wrath, the trek of a dispossessed “Okie” family fleeing the Dust Bowl
• Richard Wright’s Native Son pictures life in a poor black city neighborhood
• Popular culture; filling workless hours; radio music, comedy, drama
• Movies both take and avoid the Depression as theme; screwball comedy, musicals
• Sports, stunts, contests; ballroom dancing in the Big Band era

i.

FDR’s New Deal; the new Democratic Party coalition; protests Left and Right
• Restoration of hope: “The only thing we have to fear is—fear itself’
• New Deal coalition of labor, farmers, urban ethnics, and blacks; “the Fireside
Chats”
• Eleanor Roosevelt and the “Black Cabinet” oppose racial discrimination and
segregation in New Deal agencies, promote black appointments to federal posts
• Jobs: Civilian Conservation Corps; Works Progress Administration, building
schools, libraries, parks, beaches, airports, roads, and bridges
• Social Security Act, 1935; retirement pensions, unemployment insurance, aid to
elderly poor, the disabled, and dependent children
• Restoring investor confidence: Federal Deposit Insurance Corporation; Securities
and Exchange Commission
• Spurring investment, economic development: Rural Electrification Administration
• From the Left, Socialist and Communist parties; neo-Populist Huey Long de¬
mands “redistribution of wealth”; from the Right, conservative Republicans and
Democrats in the Liberty League denounce “attacks on business” and “dictator¬
ship”; the debate over whether government intervention was economically
beneficial or harmful

j.

Labor’s advances; the Wagner Act, NLRB; the CIO and UAW
Hoover had signed Norris-LaGuardia Act establishing freedom to join a union
Frances Perkins, the first woman cabinet officer, as Secretary of Labor
Wagner Act, 1935 outlaws unfair anti-union practices; sets up National Labor
Relations Board to investigate violations
John L. Lewis, the Congress of Industrial Organizations, organizing all workers in
given industries, e.g., steel, automobiles
The United Automobile Workers: the sit-down strikes

•
•
•
•
•
•

“Memorial Day Massacre” in 1937 at Republic Steel of ten workers only tempo¬
rarily delays unionization of steel companies.

k. American isolationism: Axis aggression and conquest in Asia and Europe
•
Geography and American confidence in national security
•
American memories of entry into World War I; Neutrality Acts prohibit arms
sales to all belligerents
Neutrality strained; Japanese rape of Nanking; Nazi terrorism, rearmament, and
threats; Italy crushes Ethiopians; Franco destroys Spanish republic
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I.

•

Appeasement in Europe; Hitler seizes Rhineland, Austria; British and French
capitulate at Munich; American rearmament begins; Nazis attack Poland, 1939,
and Second World War is opened

•

Fall of France and Battle of Britain allow Roosevelt openly to aid British; LendLease supplies and American Navy cooperation against German submarines

From Pearl Harbor to victory; the course and human costs of World War II
•
Japan attacks Pearl Harbor, December 7, 1941; Germany and Italy declare war on
the United States; the isolationists discredited
•
Japanese seize Philippines; Bataan Death March
•
Anti-Axis fervor; anti-Japanese hysteria on West coast; FDR approves internment
camps for over 100,000 Japanese-Americans; their property taken
•
Effects of wartime production on U.S. economic growth
•
Armed forces stay segregated; war industries opened to blacks by Fair Employ¬
ment Practices Commission, set up after black leaders threaten march on Wash¬
ington
•
Women serve in army and navy; women are vital to weapons industries; “Rosie
the Riveter”
•
Vast majority of all Americans see a “good” and necessary war; Anglo-American
defeat appears possible through 1942
•
Early turning points: Russian victories at Stalingrad and Leningrad; U.S. naval
and air victories of Coral Sea and Midway; British victories in North Africa
•
The costly battles of Atlantic, Italy, and the Pacific islands; critical supplying of
the Soviet Union; massive air strikes against German cities
•
June 1944, Normandy invasion opens second front against German armies; the
Battle of the Bulge
•
May 1945, convergence of Anglo-French-American forces with those of Russia
forces the unconditional surrender of Germany; scenes of the Holocaust
•
Death of Roosevelt; succeeded by Harry Truman; invasion of Japan ready;
Truman orders atomic bombing of Hiroshima and Nagasaki; Japanese surrender,
August 1945

8.

The Contemporary United States (1945 to the Present)

a.

Postwar America: prosperity, new suburbs, education, optimism
•
Postwar economy spurred by pent-up demand for goods and by foreign aid/
•
•
•
•
•
•

exports
Effects of greater spending power of elderly, farmers, and labor
The GI Bill finances post-high school education for millions of veterans
Housing boom, suburban developments sustained by federal mortgage support
for veterans’ home ownership
New highway systems; the automobile and public transit
Decay of the inner city begins
Early steps to racial equality; Truman desegregates armed forces by executive
order; his “Fair Deal” for national health insurance and civil rights laws is
blocked
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b. Continuity and dislocation in the Massachusetts economy since 1945; cases of
poverty and its causes
(uses here of local and oral history; town, city, state government archives; business
and labor records; visits to industrial, commercial, and agricultural sites, both active
and inactive; interviews of entrepreneurs, managers, workers)
c. Widespread ruin and the Cold War call forth new American foreign policies
•
American leaders revise post-World War I isolationism; United Nations as the
reincarnation of the League
•
•
•
•
•

Russian takeover of Eastern Europe, pressure on Berlin and Turkey; militant
Communist parties in France and Italy; European economy in chaos
The “containment” policy emerges; Truman sends aid to Greece and Turkey
The Marshall Plan to rebuild Western Europe, resist Marxist imperialism, and
support American export trade
Soviet blockade of Berlin; the saga of the successful Berlin airlift
The North Atlantic Treaty Organization (NATO), first mutual security alliance in
United States history; urgency rises from Soviet detonation of its own atomic
bomb

d. The ‘fifties: suburbs; advent of television; domestic anti-communism; war in
Korea; rising demands for desegregation; Brown v. Board of Education
•
The spread of the suburbs, causes and effects; television portrayal of suburban
life and the nuclear family, later mocked in caricatures by some social commenta¬
tors
•
•

High wartime wage and profit levels continue in absence of foreign competitors
China’s “loss” to the communists blamed on Truman and the Democrats; hunt for
communists and sympathizers in government, universities, and media intensifies;
communist spies in government discovered

•

Debate on subsequent issues, domestic or foreign, constricted by each party’s
fear of either being or seeming “soft on communism”

•

Soviet suppression of uprisings in Hungary, Poland, East Germany; Chinese
suppression in Tibet and Chinese mainland; communist violations of human
rights
Communist North Korea, with Soviet encouragement, invades South; Truman
sends U.S. troops under UN mandate; General MacArthur and the Inchon
Landing; Chinese intervene across Yalu against Americans in North Korea
Bloody seesaw battles end in stalemate; General MacArthur demands war with
China, challenges civilian authority over the military; Truman removes him
In Brown v. Board of Education, 1954, Supreme Court unanimously rules against
school segregation
Rosa Parks and the Montgomery bus boycott, 1955; emergence of Martin Luther
King, Jr.; militant non-violence, Christian and Gandhian

•

Eisenhower signs Civil Rights Act of 1957, first since Reconstruction, creating
Civil Rights Commission; he federalizes Arkansas National Guard to force
desegregation of Little Rock Central High School
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.w.v.v.v.;,

e. The ‘sixties and ‘seventies: assassinations; civil rights struggles and laws; war in
Vietnam; moon landing; the women’s movement: advances and limits
•

John F. Kennedy and Cold War: Bay of Pigs fiasco; Cuban missile crisis; under
theory of “flexible response,” 16,000 servicemen sent to Vietnam
Freedom Riders force desegregation of interstate transportation; Kennedy uses
troops to open Universities of Mississippi and Alabama
Television shows Birmingham police brutality against men, women, and children
in peaceful demonstration led by Martin Luther King, Jr.
August 1963 civil rights march on Washington; King’s “I have a dream” speech
JFK assassination in Dallas, November 1963; first trauma of the ‘sixties
Lyndon B. Johnson signs Civil Rights Act of 1964, Voting Rights Act of 1965
Television rouses opposition to Vietnam War; casualties shake official credibility
Assassination of Martin Luther King, Jr. stirs nationwide black rioting
Election of Richard Nixon, promising to end Vietnam War; war prolonged by four
years to 1973; Nixon opens relations with China, detente with Soviet Union
Constitutional crisis of Watergate; first American president to resign from office
Feminism and the women’s movement; gains in professions, business, and
political office; tensions along class and racial lines
The federal judiciary and judicial activism; affirmative action

f.

The ‘eighties and ‘nineties: racial tensions and culture wars; effects of techno¬
logical change and the global economy on American business and labor
• Political rise of Christian fundamentalists: opposition to abortion, earlier given
Constitutional sanction by Roe v. Wade; feminism; and Supreme Court ban on
school prayer
•

Rise of divorce, single-parent families, and illegitimate births raise fears about the
decline of the traditional nuclear family
1983 education report, A Nation at Risk, declares American schools falling behind
foreign competitors; movement for national academic standards launched
Penetration of illegal drugs and narcotics into all socio-economic classes and
localities; a rising debate over national values and relations with drug-supplying
countries

•

•

g.

38

Job losses to automation, “downsizing,” “outsourcing,” and export of operations
to cheap labor countries, raise fears of blue-collar and middle classes; rise of new
United States corporations and exports, and related new job opportunities and
broader economic opportunity in the United States
Inner city poverty, black underemployment, unequal school funding raise new
racial tensions; Nation of Islam; the million-man march on Washington

The end of the Cold War; new world disorders and American responses
• Iran hostage crisis during Carter administration; guerilla warfare in El Salvador
• Soviet Union weakened by economic failings, border wars, embargoes, pressures
of arms race with the United States in the Carter and Reagan years; Reagan’s
“Evil Empire” speech; effects of Reagan policies on decline of the Soviet Union
• Gorbachev opens era of Soviet liberalization; Berlin Wall pulled down; Germany
unified and Communist regimes ousted across Central and Eastern Europe
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•
•

•
•
•

Soviet Union collapses and breaks into component nations and regions
Iraq invades oil-rich Kuwait; President Bush wins international coalition includ¬
ing Russia for UN sanctions; American power quickly expels Iraqi forces in “Gulf
War”
Civil wars, bombardment of civilians, “ethnic cleansing” in former Yugoslavia;
Clinton administration moves slowly towards intervention; the Dayton accords
North Korean threat to South Korea; American attempts to defuse
Relations with China; human rights vs. enlarged trade; failure to curb Chinese
sale of arms to rogue nations

h. Waves of newcomers to the American promise; debates over immigration
• Despite internal tensions and self-questioning among Americans, the United
States continues to attract newcomers from all parts of the world
• Recent debates over costs to states of schooling, health care, welfare needs of
rising numbers of immigrants
• Variety of languages and cultures raises questions of multi-cultural and bilingual
education; divisive issues for educators, legislators, and general public
i.

Renewed disputes over government’s role in the economy, culture, and schools
• In 1980s, reduced tax rates and increased spending on defense and entitlements
(such as Social Security and Medicare) make for largest peacetime budget deficits
in American history; choices made on discretionary domestic spending; subse¬
quent Reagan administration tax increases, reductions in defense spending; stock
market boom, and expansion of national wealth
• Mixed results of government deregulation; freer competition among airlines,
trucking firms, telecommunications companies, oil and gas companies, and in
utilities promises lower prices; Savings and Loan failures, arising from effectively
unlimited government insurance combined with deregulation and subsequent
corruption, require massive bailout by taxpayers
• Liberal/conservative culture wars fuel debates over federal support of National
Endowments for the Arts and for the Humanities, and the public broadcasting
system
• Disagreements over federal role in school financing, in setting academic stan¬
dards, and in enforcing school reforms

j.

Promises and questions from science, technology, medicine, and mass culture
• Genetic engineering, cloning, AIDS and other epidemics; responses to them
• Issues of medical costs, health insurance, and health care in an era of advance and
discovery in medicine
• The costs and benefits of various methods of agricultural production and manu¬
facturing, including effects on the environment
• The mixed effects of technology on the amount and quality of leisure; its provi¬
sion of passive amusements, of “virtual reality” rather than reflection, activity,
and self improvement immersed in reality itself
• Debates over the content and effects of movies, television, music, lyrics, and
exploitative advertising images; the “loss of childhood”
• In education, questions of overload from the “information highway” and ways of
gaining time and perspective with which to reflect upon meaning and significance
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COMMONLY TAUGHT
SUBTOPICS

GRADE SPANS 5-8 AND 9-10: THE WORLD

1* Human Beginnings and Early Civilizations (Prehistory to 1000 B.C.l
a. Human origins and early life; the work and findings of archaeologists
• African origins; work of the Leakeys and others
• Fishing, hunting, and gathering
• Lascaux to Stonehenge

b. Earth’s geography: climate, soil, waters, topography, and human
migration
• Recapitulation and extension of geography learning in PreK-4
• Motives for moving elsewhere; the great treks
• The Bering bridge from Asia to North America

c. The agricultural revolution; Neolithic technology and its effects on human life
• Tools of the New Stone Age
• Geographical conditions; survival and work; from roving to settled life
• Localized fishing, hunting, gathering; herders and farmers

d. Early civilizations in Mesopotamia, Egypt, China, India
• River valley civilizations; water, climate, location
• First urban societies; literacy and its significance
• Economic and military functions of cities

2.

Classical Civilizations of the Ancient World (1000 B.C. to c. 500 A.D.)

a. The origins, central teachings, and legacies of Judaism
•
•
•
•

The Torah; the people of Israel
Monotheism; Abraham, Moses, the Commandments
The Hebrew prophets; Amos, Jeremiah, Isaiah
Individual and social responsibility; spiritual equality before God

b. Greek civilization: literature, philosophy, arts, and science
•
•
•
•

Homer, Iliad, Odyssey; the ethic of the hero
Classicism in art, architecture, and behavior; moderation, balance
Philosophers of human life and society: Socrates, Plato, Aristotle
The theatre as social and moral commentary; Sophocles, Aristophanes

c. Athenian democracy; principles, practices, and legacy
•
•
•
•

Athens and Sparta; contrasting views of the citizen
Aristotle’s six forms of government
Strengths and limits of Athenian democracy
The Persian and Peloponnesian wars; Athenian empire and decline
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d. Alexander the Great and the spread of Hellenism
• Geographical and military basis of Alexander’s empire
• Alexandria: center of Hellenistic and Jewish culture; the great libraries
• Science and medicine; Hippocrates
• Philosophical currents; Epicureans, Stoics
e. Institutions, culture, and legacies of the Roman Republic and Empire
• The republican constitution; Senate, separation of powers
• Weaknesses and fall of the Republic; Cicero
• Imperial Rome; geography, armies, peoples, citizens, slavery
• Roman law, administration; architecture; engineering: roads and aqueducts
• Literature: Virgil, Aeneid; histories: Livy, Tacitus
f. The classical civilization of India; Hinduism, Buddhism
• Hinduism; karma, reincarnation; epic of Ramayana
• Origins, teachings of Buddhism; Siddhartha, Nirvana
• Buddhism as reform of Hinduism; the Emperor Ashoka
• Buddhism’s expansion to Southeast Asia, China, Korea, and Japan
g. The classical civilization of China; Confucianism, Taoism
• Two shaping traditions; teachings of Confucius and Lao-tse
• Centrality of the family; the Mandate of Heaven
• Crafts and trades; paper; the Silk Road across Asia to Middle East
• Comparisons and contrasts; fall of Roman and Han empires
h. Origins, central teachings, and spread of Christianity
• Sources and teachings from Judaism
• Jesus of Nazareth; the Gospels; Sermon on the Mount
• Preachers and organizers; Sts. Peter and Paul; St. Augustine; St. Patrick
• From Roman persecution to official religion; Emperor Constantine
• Church doctrine; the Nicene Creed; monasticism
i.

The decline and fall of the Roman Empire; historians’ debates
• Economic and social crises; ecology, class chasms, fear and alienation
• Political and military instability; corruption, assassination, palace coups
• Exterior forces; provincial disorder, loss of trade, invaders
• The debate over the effects of Christian beliefs and behavior
• The fall of Rome as object lesson; enduring historical questions

3. Growth of agricultural and commercial civilizations (c. 500 A.D. to 1500)
a. The Byzantine Empire; institutions, religion, and culture
• Empire shifts to the East; Constantinople; Code of Justinian
• Preservation of heritage of antiquity
• Establishment of Eastern Orthodox Church; conversion of the Slavs
• The arts: Hagia Sophia; mosaics; icons
• Weaknesses; ultimate fall of Constantinople to the Turks
b. The origins and principles of Islam; spread of Muslim power
• Mohammed, the Koran; relations to Judaism and Christianity
• The Five Pillars of Islam; Mecca and Medina
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• Islamic expansion; caliphs; religious toleration and its limits
• Preservation and transmittal of ancient Greek and Indian works
• Advances in science, mathematics, and medicine
c. Components of early European civilization: Roman, Christian, invaders
• Conditions following the collapse of Roman authority in Europe
• Invading German peoples: Huns, Franks, Angles, Saxons
• Early medieval church; allegiance to Rome; monasteries
• Charlemagne; Carolingian Empire
• Viking invasions; Norman Conquest (1066)
d. Western feudalism, manorialism, religion; the three social estates
• Early medieval agricultural inventions; plough, mill, crop rotation
• Feudal contract; lord and vassal; fiefs and obligations
• Manorialism; self-sufficient units of production; manorial contract; lord and serf
• Parallel systems of justice: civil and ecclesiastical
• The estates, or statuses: clergy, nobility, commoners
e. The Middle Empire in China; trade and arts; Chinese Buddhism
• Unbroken continuity of civilization; contrast with West after Rome’s fall
• Great dynasties: T’ang, Sung; economic and technological advances
• Golden age of arts and culture; painting, porcelain, poetry
• Expansion of trade, domestic and foreign; place of the merchant class
• Mongol invasion; Kublai Khan; Marco Polo; importance of geography
f. Japan’s classical age; Shintoism, Buddhism, Sino-Japanese culture
• China’s influence on Japan; Buddhism, writing, law, civil service, the arts
• Early development of feudalism; daimyo and samurai
• Unification under the Kamakura; Mongol invasion fails; the “divine wind”
• Shinto, native Japanese religion; coexistence with Buddhism, Confucianism
• Japanese art, architecture, drama, literature; Noh plays; Lady Murasaki
g. Kiev and Muscovy; Russia and the Mongol Empire
• Kiev; conversion to Eastern Orthodox Christianity
• Geography and peoples of Central Asia
• Mongol conquest; Russia under the “Tartar Yoke”
• Muscovy; Ivan the Great; Moscow as the “third Rome”
• Early transcontinental trade systems
h. Africa; cities and states; gold, salt, and slave trade; Muslim expansion
• Varied geography; varied societies: village, city, states, and empires
• Economics factors: trans-Saharan camel trade; gold, salt, and slaves
• Spread of Islamic religion into Africa; Christianity in Ethiopia
• Empires of Ghana, Mali, and Songhai
• Great Zimbabwe; Bantu settlement and languages; Swahili
i.

Societies of pre-Columbian America: Mayan, Incan, Aztec
• Geography and climates of Central and South America
• Mayan civilization: crops, trade, architecture, the zero, astronomy, calendar
• The Aztec empire; public works, status of women, warriors; slavery
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j. Europe in the high Middle Ages; monarchs, parliaments, church, and culture
• France: kingship, the Estates, Parlements; St. Louis IX as model monarch
• England: Norman kings; Magna Carta as feudal contract; Model Parliament
• Church doctrine on war: Truce and Peace of God; on economics: the “just price”
• Rivalries and struggles; Church and state; Church and emerging “middle” class
• Gothic art, cathedrals; schools, universities; philosophy; St. Thomas Aquinas
• Christendom and Islam; coexistence and exchanges; Crusades and consequences

SUBTOPICS

• Incan empire of the Andes; Machu Picchu; architecture, textiles
• Comparisons of Aztec and Incan civilizations; roles of family, class,
priests, warriors and governors

^Emergence of a Global Age (1450 to 1750)
a. The Italian Renaissance; economic, social, and political bases
• Backgrounds: rise of European agricultural productivity and trade
• Importance of geography; the relative security of Italy in the era
• Positive economic effects of the Crusades; prosperity of Italian peninsula
• Church preservation of Roman learning; Islamic science and culture
• Politics and patronage of culture; city-states, magnates, and Papacy
b. Works and legacies of Renaissance artists and humanists, South and North
• Arts and literature; Leonardo da Vinci, Michelangelo, Dante, Petrarch, Rabelais
• Machiavelli as historian and political reformer; The Discourses, The Prince
• Humanism’s two faces: study of the ancients; individualism and innovation
• Christian humanism: Erasmus, Thomas More
• The Elizabethan Renaissance; William Shakespeare
c. Leaders, ideas, contending forces, and religious change in the Reformation era
• Worsening conflicts between religious and secular authorities; decline of
the Papacy
• Martin Luther: salvation by faith; break with Rome; the Lutheran church
• John Calvin: predestination; puritanism; austerity of church and rites
• Reformation in the Roman Catholic church; Ignatius Loyola; Teresa of Avila
• The English Reformation; Henry VIII; Elizabeth I
• The European wars of religion; ideas and beginnings of religious toleration
d. China under Ming and Manchu dynasties; agriculture, trade, and cities
• Growth of commerce, cities, and merchant class in China
• Great Ming naval expeditions and expansion of trade across Indian Ocean
• Chinese turn inward; restriction of expeditions, trade, and merchants
• Conquest of Ming by Manchu dynasty, 1644; survives until 1911
• Traditional Chinese civilization under challenge; European influences
e. Japanese unity under the Tokugawa Shogunate; the closing inward
• After feudal disorder, Japan reunified under Tokugawa Shogunate
• Hostility to Western influences; Japanese Christians persecuted
• Trade and travel cut; ban on seagoing vessels; single port open to Dutch alone
• Rising internal production in agriculture and commerce
• Continued development of uniquely Japanese art and literature; kabuki theatre
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f. European expansion and exploration; economic and technological forces
• Commercial revolution and early capitalism
• Growth of trade; the search for routes to East Asia
• Borrowings and innovations: maps, compass, astrolabe, ship and sail design
• Routes of explorers; Prince Henry, Vasco da Gama, Columbus, Magellan, Cartier
g. European conquests, colonization, and consequences in the Americas
• Mercantilism in theory and practice
• The intercontinental exchange of plants, animals, technology, diseases
• Extension of African slavery to the Western hemisphere
• Spanish America; Cortes and Montezuma; las Casas; the search for gold
• French America; fur traders, merchants, missionaries
• British America; the diverse motivations of the Atlantic coast colonizers
h. Absolute monarchies and constitutional governments
• Scale of armies and economy demand centralized administrations
• Theory and practice of divine right monarchy: Louis XIV at Versailles
• Russia and Prussia; Peter the Great and Catherine the Great; Frederick the Great
• England: 17th century revolution; Stuart kings lose power to Parliament
• The “Glorious Revolution” of 1688-89; English Bill of Rights
5. The Age of Revolutionary Change (1750 to 1914)
a. The Scientific Revolution; earlier discoveries; new “laws” of nature
• Prior advances in theory: Copernicus, Bacon, Galileo, Descartes, Newton
• Technological advances; microscopes, telescopes, laboratory equipment
• Spread of knowledge; advances in publishing since Gutenberg
• Patronage of scientists; royal science societies of Europe
• New faiths in scientific observation, reason, laws of nature, harmony, progress;
the Newtonian view of the universe as peaceful, balanced, predictable
b. The Enlightenment in Europe and America
• Ideas of “natural laws” in politics and economics; Hobbes, Locke, Adam Smith
• The “Philosophes” in France; Voltaire, Rousseau; the salon and roles of women
• Neo-classicism in music, art, and architecture; harmony, balance, restraint
• Negative effects of the Enlightenment on older, traditional faiths and religion
• New religious currents; Deists, Quakers, Methodists
c. Origins, stages, and consequences of the American and French Revolutions
• Anglo-American political heritage and experience
• Leaders and stages of the American Revolution; constitutional settlement
• In contrast: causes, setting, and factions of the French Revolution; class and
religious hatreds; economic crises; foreign invasions; Terror and Thermidor
• The call for order; Napoleon: the first modem-style dictator?
• Lasting world wide effects of the two revolutions: universal drives to national
independence, liberty, political democracy, social and economic justice
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d. Latin America; wars for independence; economic and social stratification
• Haitian revolution; Toussaint L’Ouverture; Napoleon abandons the Americas
• Colombia and Venezuela; Simon Bolivar the “Liberator”
• Argentina, Chile, Mexico: San Martin, O’Higgins, Hidalgo, Morelos
• Abiding power of church, landlords, caudillos, racial and social inequalities
• 19th century shift to cash, export crops; growth of commerce and cities
• The Mexican Revolution, 1910-20: Madero, Zapata, Obregon

e. Agricultural and Industrial Revolution in the Western world
• Rural preconditions in England and Europe; the enclosure movement
• Inventions, technological advances; steam, factory and mining machinery, machine
tools, canals, roads and railroads
• Transformation of daily life for men, women, and children in conditions of work,
housing, diet, health, illness, and old age
• Class changes: new upper-middle class of industrialists, bankers, merchants; new fac¬
tory working masses, the “proletariat”
• Resistance to industrialization and its effects; landed gentry, Luddites, Romantics
f. Cities and urban life of the 19th century
• Factory city: Manchester, Lowell; growing metropolis: London, Paris, New York
• Tenements crowded, cold, damp, dark; dirty streets and water; disease, crime
• Toward public health and modernization; water, sewers, lights, parks, police
• Contrasting conditions among social classes; housing, education, recreation
• Leadership of women in social services; Florence Nightingale, Jane Addams
• Subjects for Romantics and Realists; Wordsworth, Delacroix, Dickens, Daumier
g. Democratic and social reform in Europe; evolutions and revolutions
• 19th century ideologies and social movements: Liberalism, Conservatism, radical re¬
publicanism, socialism, Marxism, labor unionism, social democracy
• Europe-wide revolutions in 1848; failed, from classes and ideologies in conflict
• Irish famine, German revolutions, Russian pogroms, poverty in Southern and Eastern
Europe press millions to emigrate to the United States and Canada
• Czarist emancipation of Russian serfs, 1861, with access to land
• Universal manhood suffrage common by 1900
• Struggle for women’s rights; the suffragettes; the Pankhursts in England
• Legalization of unions and strikes, social legislation for workers in Germany,
England, and Scandinavia—in contrast to France, Italy, Russia, United States
h. Rising European nationalism; motives for new European imperialism
• Unification of Italy; of Germany: Bismarck and the policy of “Blood and Iron”
• Nationalist agitation and violence in Eastern Europe and the Balkans
• Imperialist ideology: national pride, military power, profits, Social Darwinism
• European colonialism and growing rivalries in Africa, Asia, the Middle East
• Imperialism’s consequences for both the colonized and the colonizers
i. Chinese resistance to colonialism; the Chinese Revolution
• Defeat and humiliation in the Opium War
• The Taiping Rebellion; egalitarian, anti-Manchu, anti-foreign
• Defeat and humiliation in Sino-Japanese War, 1894-95
• Sun Yat-sen; campaign for national unity, democracy, economic security
• 1911 Nationalist revolution ends the Manchu dynasty; fails to unite China
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j. Japan’s modernization and rise to world power
• Commodore Perry “opens” Japan in the 1850s
• The Meiji Restoration”: the drive to modem industry
• New army and constitution based on German imperial model
• The urbanization of Japan; government-business corporatism
Russo-Japanese War, the first Asian victory over a European power
• The Emperor as the nation s unifying figure and head of government
k. Dawn of the 20th century; Western optimism and counter-currents
• Measurable progress in medicine, health, infant survival, life expectancy
• Progress and promises of science and technology for easing human labor
• Progress in living standards: diet, clothing, public schools, recreation
• Progress of democracy, social reform, peace efforts; the Hague Tribunal
• Optimism: Enlightenment faith in reason, education, possibility of human harmony
still dominant, alongside continuing religious practice and tradition
• The dark side: abiding destitution, disease, imperial clashes, armaments races,
terrorism and assassinations; the Armenian genocide
• Dark visions of human nature: Dostoyevsky, Chekhov, Ibsen, Nietzsche, Freud

<>• The World in the Era of Great Wars (1900 to 19451
a. Causes, military course, and consequences of World War I
• Balkan nationalism; Sarajevo; Franz Ferdinand assassinated; the Black Hand
• Long-range causes; national fears, memories, and interests; alliances, arms races,
economic and imperialist rivalries; the military dominates “autocrats” in Vienna,
Berlin, and St. Petersburg
• Geography and the new technologies of war; the grandiose plans for victory
• Failure of all plans; stalemate at the Marne; trench warfare of attrition ensues
• Total war; slaughter of a generation; trauma on the home front
• Memoirs, poetry, novels; Owen, Graves, Vera Brittain, Remarque
b. The Russian Revolutions of 1917; ideas and practices of the Bolsheviks
• Russian humiliation in Japanese war; revolution of 1905; the Duma
• Defeat, carnage, economic and political disability during World War I
• Spring revolution of 1917; moderate leaders caught between Right and Left
• Bolshevik revolution of October; Russian Marxism; Lenin promises “bread, peace,
land” and freedom for the Baltic states
• January 1918; crushing of elected assembly; armed dictatorship of Communist
party; civil war; emergence of terror
c. Paris Conference, Versailles Treaty; aims and conflicts of divided allies
• American army and economic support of the Allies; Woodrow Wilson’s 14 Points
• Brief Allied intervention against Bolsheviks in the Russian civil war
• American, British, and French in conflict at Paris: fears, wants, and interests
• Treaty of Versailles; promises, problems, consequences; historians’ debates
• The struggle over the League of Nations, in Paris and Washington
• Geography and politics; new, exhausted nations in Eastern and Central Europe
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e. The Great Depression: causes and worldwide consequences
• The effects of prolonged war; dislocation of trade, investment; war debts
• United States stock market crash of 1929 opens a widening crisis
• Different policies of democracies: British retrenchment; American New Deal;
French Popular Front; German inflation/depression assault working and middle
classes
• Mass unemployment; despair, family breakdowns, postwar burdens on women
• Depression-era arts, literature: Kollwitz, Shahn, Lange, Orwell, Steinbeck; popular
culture: radio, movies, spectator sports, dance
• Stagnation and destitution in non-industrial societies
f. International Communism; Leninist/Stalinist totalitarianism in Russia
• Lenin and the Third International; doctrine of violent world revolution
• World leftist parties and labor both divided by internal communist/socialist conflict
• In the Soviet Union, Stalin takes power; forced industrialization; agriculture
collectivized; “liquidation” of kulak farmers
• Stalinist terror and mass purges of the 1930s; Siberia and the Gulags
g. International Fascism; Italy, Spain, Nazi totalitarianism in Germany
• Fear of the left drives many to choose fascism as “lesser evil”
• Mussolini imposes one-party military dictatorship of Italy
• Franco and army attack Spanish Republic; Civil War; Picasso’s Guernica
• German democrats, socialists, trade unions divided, demoralized by depression;
rightists and nationalists open Hitler’s way to power, 1933
• Hitler and Nazis promise to restore German prosperity, power, and pride
• German Nazism; economic control; one-party terror; anti-Semitism, pogroms,
concentration and death camps
h. Liberal democracies in danger; economic, social, political crises
• Continuing depression socially demoralizing; joblessness, poor diet and health,
class resentments in Britain
• In France, labor violence, right/left street riots; apparent failure of democratic
parties pushes voters to parties of left and right
• Abiding disillusion, distrust of leaders blamed for catastrophes of 1914-18
• British and French drift apart since Paris Conference: quarrels over military
cooperation, over treatment of Germany, Italy, Spain, League of Nations
i. Origins and responsibilities for World War II in Europe and Asia
• Programs of conquest in Tokyo, Rome, Berlin
• Democracies’ failure to use League of Nations; Manchuria, Ethiopia
• Hitler’s violations of Versailles unanswered: re-armament, seizure of Austria,
Munich crisis and seizure of Czechoslovakia
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d. After-effects of war and colonialism, West and East
• Economic supremacy passes to the United States; economic instability and social
unrest throughout Europe; legacies of war: widows, orphans, the disabled
• Weimar Republic; weak democracy; defeat and inflation drain morale
• 1920s culture of disillusion; Brecht, Grosz; Berlin of the 1920’s
• Colonial rebellions in the Middle East, North Africa, South Africa
• China: Kuomintang vs. Communists, Chiang Kai-shek; Indo-China: Ho Chi Minh
• Indian nationalism; the Congress party; Gandhi; Muslim Pakistan
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• Appeasement’s roots: trauma of World War; domestic distractions; distrust of
military, fear of communism; fear of inflation; disbelief in Hitler’s intentions
• The turn to war: Hitler’s invasion of Poland; Japanese attack on Pearl Harbor
• The Allies, Churchill and Roosevelt; the Atlantic Charter
j. World War II: geography, leaders, military factors; turning points
• Nazis take Poland, Low Countries, Norway; fall of France; Japanese sweep
through Southeast Asia, Philippines
• Life in Nazified Europe; deportation of Jews; resistance movements distract
German military; German resistance: among some churchmen; the officers’ plot
• Turning-points: battles of Britain and the Atlantic, El Alamein, Stalingrad,
Leningrad, the Normandy invasion, air superiority
• Victory in the Pacific; Midway, the relentless, sanguinary island campaigns; Leyte
Gulf, the atomic bombing of Hiroshima and Nagasaki
k. The human toll of 20th century wars and genocides; the Holocaust
• The Armenian genocides, mid-1890s and 1915
• World War I: 20 million soldier and civilian deaths; 20 million more from flu
• World War II: new weapons and disease, scale of fighting in Russia and Asia bring
soldier and civilian deaths near 40 million; first use of atomic bomb
• The Holocaust; Nazi racism and eugenics; the Warsaw ghetto; mass plunder and
destruction of European Jews; postwar Nuremberg trials
7. The World from 1945 to the Present
a. Origins of the Cold War; the divided victors of World War II
• Communism replaces fascism as main world rival of democracy and economic
freedom
• Yalta and Potsdam agreements reflect end-of-war troop deployment; Soviets
eliminate non-communist parties in their zones of occupation
• Communist threats to Greece and Turkey; the Truman Doctrine
• The “Iron Curtain” comes down as Soviet regimes are installed in Central and
Eastern Europe; mass Communist parties in France and Italy
b. Rebuilding and reform in postwar Europe and Japan
• Post-World War I American policies reversed; the United Nations; Marshall Plan;
NATO military alliance; military preparedness at home
• Economic recovery leads to political stability in Western Europe; first steps to
European union; Monnet, Adenauer, de Gaulle
• Reconstruction and a new constitution for Japan
• Struggles for democracy in the Philippines and India
c. New nations in Africa and Asia; the end of European colonialism
• European authority dissolves in Africa, Asia, and the Middle East
• Leaders and conditions in the new nations: India; Gandhi and the Nehrus;
Muslim Pakistan; Indonesia; economic straits; religious wars
• Ghana’s independence leads the way for new African nations constructed, often
constricted, along boundaries of former European colonies
• Creation of Israel; Israeli-Arab wars; Arab refugees; Golda Meir
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d. Cold War in Europe: Marshall Plan, NATO, Iron Curtain, Warsaw Pact
•
•
•
•
•

Czech Communist coup
Berlin blockade, American-led airlift and the Wall
Polish, Hungarian, and Czech revolts crushed by Soviet forces, 1956-1968
Spread of nuclear weapons; the “balance of terror”
The Cuban missile crisis; Kennedy and Kruschchev

e. Cold War in Asia: Chinese Communist Revolution, wars in Korea and
Vietnam
• Maoism triumphant in China, 1949; Nationalists pushed to Taiwan
• Invasion of South Korea by Communist North; Americans fight Korean War;
intervention by Chinese ends in stalemate between North and South Korea
• The Vietnam War; massive American effort; losses, defeat, and withdrawal
f. East/West duels for the non-aligned; Asia, Africa, and South America
• Soviet campaigns for communist influence in developing societies
• American military and economic aid to anti-communist parties and regimes
• Covert operations of both sides; case studies of Iran, Chile, Central America
g. The Soviet Empire collapses; post-Cold War locales of disorder
• Soviet economic failures; pressures of arms race with the United States
• Economic superiority of Western Europe erodes Soviet authority in East;
modem media penetrate closed borders
• Resistance and new leaders: in Poland, Lech Walesa, the church, and the unions; in
Czechoslovakia, Vaclav Havel
• Gorbachev; glasnost; the reunification of Germany
• Russia’s struggle for democracy and free economic development; emergence of
organized crime
h. Persistent nationalism; militarism; conflicts of race, religion, and ethnicity
• The Middle East; religion, oil, dictatorships; the Gulf War
• Collapse of Yugoslavia into civil wars, “ethnic cleansing”; the Dayton accords
• Civil wars and genocide in Rwanda and Zaire
• New forms of terrorism; continued arms races; proliferation of nuclear,
chemical, and biological weapons
• American, Russian steps toward reduction of nuclear arms
i. Democracy and human rights; advances and retreats since 1945
• Universal Declaration of Human Rights; role of Eleanor Roosevelt
• A divided United Nations; economic and humanitarian achievements and their
limits; peacekeeping efforts lost and won; case study of Crete
• Expansion of women’s rights and responsibilities; near-universal suffrage; women
legislators and prime ministers, East and West
• Contrasting cases: South Africa; de Klerk and Nelson Mandela; China:
militarism, persecution of neighbors and dissenters; prison labor
• Democratic gains and continuing struggles; Eastern Europe, South Asia,
Russia, Central and South America, the Caribbean
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The changing world economy; limits on national sovereignty and priorities
• The effects of worldwide technology and communications
• The workings of multinational corporations and financial markets
• Search for cheaper labor shifts manufacture from former industrial societies to other
areas of the world; case studies: Indonesia, China, India, Mexico
• Developing crises in European welfare states; problems for European unity
k. New boundaries and issues in science, technology, and culture
• Genetic engineering; cloning; DNA; epidemics and responses
• Tensions between production and environment; air, soils, forests, waters
• World population growth; dislocation of agriculture in developing areas
• Space and oceanographic explorations; 1969 Moon landing
• Cosmopolitan currents of ideas and literature since 1945: Wiesel, Solzhenitsyn,
Achebe; Existentialism: Camus, Sartre; Nobel laureates Pasternak, Neruda,
Soyinka, Milosz, Brodsky, Gordimer, Walcott
• Challenges to liberal education, and thereby to self-government: the information
flood, workplace specialization; mass amusements and pop culture
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PREK-li SCOPE ANP SEQUENCE OF HISTORY
AND SOCIAL SCIENCE INSTRUCTION

The curriculum in history and social science needs to be arranged as a coherent progression
from pre-kindergarten through the high school years. The success of PreK-12 instruction
depends upon avoiding the widespread problems of major gaps and needless repetitions in
the teaching of history, social sciences, and the humanities. Again, the core content o
courses should be sequenced by teachers collaborating across elementary, middle, and high
school grades, no longer operating solely within the limits of their own grade and school
levels. Collaboration is also vital for planning the kind of repetition that is needed for
effective and increasingly sophisticated learning.

PREK-U SCOPE AND
H SEQUENCE:!!?!;
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As they design course sequences that satisfy grade span requirements, teachers will want to
preserve existing exemplary programs and to enable implementation of new ones. The
grade span requirements can be met by different grade level sequences of instruction de¬
signed at the school and district level.
A. Required studies across grade spans PreK-4,5-8, 9-10, and 11-12:
By adopting a sequence of instruction that has students completing assigned grade span
studies by the end of grades 4, 8, 10, and 12, school districts will prepare their students for
the regularly scheduled statewide assessments of performance called for by the Education
Reform Act of 1993, and for their local high school graduation requirements.
Grade Span PreK-4
Introduction to topics and skills of history, geography, economics, and civics and govern¬
ment, to be integrated with reading, writing, speaking, and numeracy.
Introduction to local and Massachusetts history, geography, economic and civic life.
Introduction to the physical, economic, and human geography of the early Americas.
Introduction to major events, persons, and institutions in United States history.
Introduction to world geography and history.
Grade Span 5-8
Geography and history of the United States from its origins to c. 1880, with studies of
political/civic, economic, social, religious, intellectual, and cultural life of the eras. This
assumes two full years of instruction in this grade span on United States history, geography,
economics, and civics, including appropriate review and deepening of earlier learning.
World geography and history from human origins to c. 700 A.D., and related studies of
political/civic, economic, social, religious, intellectual, and cultural life. This may be done
in either one or one and one-half years of instruction.
Elective studies in geography, economics, and/or civics and government or special units of
study developed by local school systems.
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Grade Span 9-10
World geography, history, and related studies from c. 500 A.D. to the present. This as¬
sumes two full years of instruction in world history and geography, including appropriate
review and deepening of earlier learning. The study of world history in this grade span
should include substantial consideration of United States individuals and events that helped
shape world affairs since the 17th century, with a special focus on topics previously stud¬
ied in grade span 5-8, such as the American Revolution, development of United States
constitutional government, and the United States Civil War.
Grade Span 11-12
History of the United States from c. 1865 to the present. This assumes retaining the com¬
monly offered 11th grade course, including appropriate reviews of earlier learning.
History/Social Science electives: (Recommended: a 12th grade capstone course in civics/
government, with intensive review of the United States Constitution, including readings in
basic sources such as selected Federalist papers).
B. The recommended pattern of instruction, grade by grade:
Adoption of the PreK-12 course order below would allow easier student and family mobil¬
ity from district to district across the Commonwealth and to other states. Together with
lessening disruption for students and their families, it would minimize arbitrary changes
and unpredictability of course assignments for teachers. Its grade level placement of courses
in United States and world history and geography, and of social science electives, reflects
practices of many Massachusetts school districts and resembles PreK-12 patterns already
in place or emerging in other states and districts in the nation. Overlapping of course dates
is intentional, to allow reviews of prior material as determined by teachers.

Grade Span PreK-4
K

Living, Learning, and Working, Now and Long Ago, Near and Far
NOTES:
a) Topics in history, geography, economics, and civics in grades PreK-4 to be
integrated with instruction in reading, writing, and speaking
b) Stories, readings, projects, and exercises should be chosen in cooperation with
teachers from all elementary grades

Grade 1
Families and Communities, Now and Long Ago, Near and Far
NOTES:
a) The physical geography of local and regional communities
b) Family and community-related topics in history, economics, and civics; local,
national, and from selected continents
c) Above topics to be integrated with reading, writing, and speaking, and chosen
in collaboration with teachers from all elementary grades
Grade 2

The Early Americas: Narrative and Literature; Physical, Economic, and Human
Geography
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with teachers in other grades

Grade 3

Local, Massachusetts, and United States History, Geography, Economics, and Civ-

® 3>N3flt)3S •
QNV 3dO>SU-H3»d

NOTES:
„
. .
a) Topics in' Native American life before European amvals

ics and Government
a) ^Wirif frequent, though not necessarily constant, attention to the chronological
order of events, persons, holidays, etc.
a-^^^a
b) Topics to be integrated with reading, writing, and speaking, and coordinate
with teachers in other grades
Grade 4

People and Civilizations in World History; Aspects of World Geography, Econom¬
ics, and Civics and Government
a) Selected early, ancient, and pre-modern civilizations (civilizations such as
Mesopotamia, China, Greece, feudal era)
,
•
b) Above items to be integrated with reading, wnting, and speaking, and chosen 1
collaboration with teachers from all elementary grades

Grade Span 5-8
For grades 5 through 11, the relevant Core Knowledge topics from Section IV are indi¬
cated under each course title; the total number of topics is set in parentheses.

United States History and Geography, Origins toe. 1815
Treating United States Core Knowledge topics la through 3h (21 Core Knowl¬
edge topics)
NOTES:
,
u.
a) Linked to American art, literature, music, and local architecture
of the colonial and revolutionary periods, with Massachusetts examples
b) “Origins” allows teachers to begin with, or revisit, the eras and peoples of their
choice, whether pre-Columbian America, or the European explorers, or first Euro¬
pean settlers
Grade 6

.
. . .
.
A year of elective studies in geography, economics, or civics/govemment, or tor
special study units developed by schools
NOTE:
a) No time period assigned for electives in this grade, but selection of
times, places, and topics requires coordination with teachers in grades 7-12

Grade 7
World History and Geography, Prehistory to c. 700 A.D.
Treating World Core Knowledge topics 1 a through 3c (16)
NOTES:
a) Includes study of the major world religions, and the arts, architecture, literature,
and thought of early and classical civilizations
b) The scope of this course would necessarily limit the time spent on pre-classical
societies
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Grade 8
United States History and Geography, the Constitution to c. 1877
Reviewing United States Core Knowledge topics 3d through 3h (5)
Treating United States Core Knowledge topics 4a through 6g (24)
NOTES:
a) Linked to the arts, architecture, and literature of the period
b) The starting point allows teachers to review the writing of the Constitution, the
Bill of Rights, the early parties and governmental practices
Grade Span 9-10
Grade 9
World History and Geography, c. 500 to c. 1815
Reviewing World Core Knowledge topics 2h through 3c (5)
Treating World Core Knowledge topics 3d through 5f (21)
NOTES:
a) Linked to arts, literature, etc. of major civilizations
b) Course allows review of major world religions; concludes with the American
and French Revolutions
Grade 10
World History, Geography, and Cultures, c. 1800 to the Present
Treating World Core Knowledge topics 5g through 7k (27)
NOTES:
a) Linked to arts, literature, etc. of major world societies
b) Starting point allows revisiting revolutions in Europe and the Americas that stirred
worldwide expectations of independence and democracy
c) Includes substantial consideration of United States individuals and events that
helped shape world affairs in the 19th and 20th centuries, with a special focus on
topics previously studied in grade 8, such as the development of United States
constitutional government and the United States Civil War
Grade Span 11-12
Grade 11
United States History and Government, 1865 to the Present
Reviewing United States Core Knowledge topics 6a through 6g (7)
Treating United States Core Knowledge topics 6h through 8k (24)
NOTES:
a) Linked to arts, literature, etc. of the period
b) The course should revisit the origins and evolution of the Constitution, and changes
in executive, legislative, and judicial powers
c) Starting point allows teachers to review post-Civil War industrialization, immi¬
gration, urbanization, Populism, etc.
d) This course and the preceding World History course may be combined into a
two-year amalgam of United States and World History of the 19th and 20th centu¬
ries
Grade 12
......
Fall term: Capstone course in civics/govemment, including intensive review ot the
United States Constitution, including readings in basic sources, such as selected
Federalist papers
Spring term: Social Science electives
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VII. HISTORY AND SOCIAL SCIENCE IN
PRE-KINDERGARTEN AND ELEMENTARY GRADES
By the terms of Guiding Principle One, history and social science education is the work of
all grades without distinction as to age. Research findings corroborate the Framework
expectation that young children can absorb and use engaging history content in their thin ing and learning. This section is intended to assist primary grade teachers to explore and
use the Framework, considering their particular concerns and responsibilities for present¬
ing substantive content in developmentally appropriate ways and for providing the best
beginning opportunities, upon which later learning will build to meet the specific learning
standards at each level.
History instruction in the lower grades has a distinct elementary form dictated both by
considerations of children’s developmental levels and by considerations of where and how
study and learning in history begins. These considerations are implicit in the Framework
selections of Core Knowledge and choice of Learning Standard components in Section
VIII. It is important to make explicit some of those considerations and to anticipate ques¬
tions teachers will have as they begin to work with the Framework to refine existing his¬
tory/social science curricula or implement new programs.
The Key to History Learning: Historical Narrative. The Framework s selection of
core knowledge is based on a collaboration of historians and teachers that aimed to deter¬
mine what is historically significant matter for study, and accessible in some ways to
young children. The basic work of the primary grades in history is devoted to hearing and
reading about what happened in the course of human history and why, who was involved,
and why they thought and acted so. The ability to follow and absorb historical accounts so
as to reflect thoughtfully upon them must be the focus of the history/social science pro¬
gram, with activities planned to support and reinforce this work.
It should be kept in mind that it is by following the logic and the evidence presented in good
narrative accounts that children begin to form for themselves the fundamental thinking
habits of the disciplines. Such study will require enriched academic content in many school
programs, not to produce scholars in the disciplines but to serve all children in learning to
sort out what is real and valuable from what is neither.
To succeed in history study through thoughtful learning, young children need to acquire a
mental picture of history from the language of stories—fictional, and increasingly nonfictional, narrative accounts of increasing subtlety. The mental picture—a modest store of
facts and their arrangement and significance —grows from repeated and varied telling of
stories and overlapping accounts of especially significant historical events, persons, and
ideas.
Expression of Understanding. Concrete exercises in expressing understanding are de¬
velopmentally appropriate means of assisting young children to grasp the historical impor¬
tance of persons, ideas, and events. Writing is the primary way into concentrated learning
and study of history; it can, of course, be undertaken in very simple ways, from children’s
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dictated summary sentences in the earliest grades to “newspaper” articles covering latebreaking (historical) events. Also important is oral discussion, prepared by teachers’ thought¬
ful questions about significance and interpretation, so as to direct attention to evidence in
the narrative. Other good ways into history include illustrations of the narrative for the
youngest grades, simple map-making and timeline construction for historical periods, memo¬
rization of poetry and portions of speeches and documents, and choral reciting. Primary
teachers are well-prepared to conduct such exercises; they need only keep in mind that
effective expression stays close to the topics and texts under study rather than wandering
into activities that merely add color or fun.
Getting Started. For teachers with little historical knowledge of their own on which to
draw for the design of classroom history curricula, a textbook is essential. It will assist the
teacher to select Core Knowledge subject matter from the Framework and arrange it for
class study in proper narrative sequence—usually chronological—so as to suggest histori¬
cally significant themes and turning points that address the Learning Standards. Teachers
can compose an effective and engaging course of study for class presentation by filling in
this textbook outline with good readings that go beyond the one-thing-after-another style of
too many textbooks. Teachers know that many of the best readings are not textbook ac¬
counts but are found in good children’s literature and sometimes in work specifically pro¬
duced for young people by historians. These would be read aloud in earliest grades, using
class globes and maps where possible. Thus, teachers using the Framework to introduce
history study, perhaps for the first time, can lean heavily on available resources—textbooks
and children’s literature—to both plan and present it.
Time for History. Proceeding as suggested above will also help primary teachers, of lower
grades especially, to solve difficulties of finding time for history study, when all acknowl¬
edge that the central pedagogical objective of the earliest grades is and must remain lan¬
guage literacy, along with mathematics. Where well-chosen texts are routinely read aloud,
an important opportunity opens to employ in the classroom somewhat more complex and
richer language than children’s own, providing badly needed language models. And as
children use good texts for history study, following the story and looking for themes, drama,
turning points, and evidence, they have at hand the material for writing exercises which
may build in sophistication of style and content. Where the same texts can serve both
English language arts and history programs, history is transformed from a time competitor
to an ally of English.
r

Developmental Considerations: First Things First. Historical narrative is to be distin¬
guished from the abstract discipline language of concepts—theories of causation, patterns
of challenge and conflict, change and continuity—that have no real meaning for the young
child when separated from the story that tells it. Moreover, it is from a narrative structure
imposed on the selection and arrangement of facts that the themes, patterns, and general
ideas, or concepts of history' will begin to emerge for older children—or will not in the
absence of a strong narrative. Without a story to tell it, an abstract concept is grasped by
young children only as a formula. Formulas do not help children leam to make sound
judgments about history. The favored “similarities and differences” exercise, for example,
will indeed amount to only a meaningless formula unless it is based on well-studied, his¬
torically significant similarities and differences.
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History learning cannot begin or advance by leading children into premature attempts to
identify, describe, explain, analyze, research, hypothesize, problem-solve, or predict. His¬
tory learning begins by direct, thoughtful questioning of clear narrative accounts which
may lend themselves to the above abstract discipline techniques as children mature and
simultaneously acquire systematic thinking habits.
The lack of fully developed capacities in young children—a sense of time, sequence, and
space, an ability to distinguish between fiction and non-fiction, myth and reality, literature
and life, unsupported opinions (personal preferences) and opinions supported or confirmed
by evidence (informed opinion or reasoned knowledge)—is no obstacle to history study
and learning. Teachers can do much to coach students as students practice and refine those
skills over time in encounters with and responses to engaging narrative texts and globe and
map study.
Integration of Subjects. The most difficult task initially imposed on teachers by the Frame¬
work will be the integration of its separately expressed learning standards for each social
science discipline. The direct study of well-arranged historical narrative is still the general
answer. Within the narrative are the geographical and economic shaping forces and chosen
effects in civics: geography in explorers’ distant travels; economics in the trade bom of
prized or newly discovered goods; civics and government in the Mayflower experiment in
securing the common good by compact. Narrative provides the occasion and interest for an
elementary introduction.
For example, in one elementary classroom, students read The Discover of the Americas by
Betsy and Giulio Maestro, and then I, Columbus: My Journal 1492 -1493, edited by Peter
and Connie Roop. Learning the historical chronology of explorations leading to the settling
of the Americas provides a context for simultaneous study in geography of oceans, conti¬
nents, and directionality on a globe or map. The Discovery; of the Americas invites students
to apply concepts of geography such as human migration as a result of dwindling resources
and adaptation to the geography of regions for survival.
/, Columbus is an engaging study, based on primary sources, of an early European voyage
to North America, and the purposes and intentions of the voyagers and their sponsors. Early
technology and navigational terminology mentioned in the journal enrich the historical de¬
tail of the journal entries. Attitudes of the sailors toward each other and their leaders during
the voyages make for lively discussion. A timeline construction of the events studied in
these two pieces of literature provides a vivid representation of the chronology of this time
period and graphically illustrates key events representing concepts in geography, history,
and economics.
Pre-Kindergarten-Kindergarten. A curriculum designed to meet the learning objectives
of this Framework will be distinct on yet another level, in PreK and K. There, the focus will
be on setting out and practicing the general learning conditions of formal schooling rather
than on going forward in a straight history line. First, like other curricula and more than
most, history/social sciences education requires an introduction to the world, pushing out
the boundaries of the observed world in all directions by the broadest spectrum of stories
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and materials. Young children’s natural propensity for asking questions accords perfectly
with, and should be an integral part of, learning about the world outside the home setting.
Second, history like other curricula requires the ground rules of learning to be established.
The pursuit of common learning objectives requires habits of group listening, turn-taking in
expression, and attending to the opinions of each. In PreK and K, children acquire such
habits through practice in listening to stories that we want them to absorb and possess. This
is a comprehensive and demanding task that requires very little in the way of formal expres¬
sion. Where the substance is engaging, expression will naturally emerge in drawing and
painting, acting and singing, making things, and games. Acquiring the broad habits of
listening is not only essential for undertaking formal learning but invaluable for expanding
and refining the language capacities.
The Next Step: Implementing the Framework. The work cut out for primary grade
teachers by the History and Social Science Curriculum Framework is primarily:
• across-grade planning with grade span colleagues (to avoid gaps and repetitions)
of an integrated and sequential course of study following the Core Knowledge
topics (although PreK and K curricula are distinct, as above, teachers should be
included in planning groups);
• individual grade level planning using Learning Standards and Examples as
guides to the selection and sequencing of grade Core Knowledge topics and read¬
ing.
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History:

learning capacities in Chronology and Causality; Historical Understanding; Research, Evidence and Point of View; Society, Diversity,
Commonality, and the Individual; Interdisciplinary Learning: Religion, Ethics, Philosophy, and Literature in History; Interdisciplinary
Learning: Natural Science, Mathematics, and Technology in History

THE DEVELOPMENT OF SELECTED HISTORY AND SOCIAL SCIENCE LEARNING CAPACITIES PREK-4
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VIII. STUDY STRANDS ANP LEARNING
STANDARDS: HISTORY, GEOGRAPHY,
ECONOMICS, AND CIVICS AND
GOVERNMENT OVERVIEW
To explore some of the important subjects and questions of human concern, we study
history and social sciences—geography, economics, and civics and government. These
subjects overlap other social sciences as well as natural sciences and the humanities. A
systematic and related study of these subjects is essential to a sound education and to an
informed grasp of realities and possibilities in life. The four Study Strands and the
twenty related Learning Standards below reflect these facts.

We can understand what has happened to people, and what they have thought and done,
only by taking into account the circumstances of their own time and place. In Section
IV, the main eras and events of United States and world history, geography, economics,
and civic life, are presented in chronological order, as the essential Core Knowledge
topics around which school curricula and courses in history and social science are to be
designed.
The Study Strands and Learning Standards describe the main avenues of study in
history and social science, including their relations to other subject matter fields.
Events, past and present, are influenced by developments in every sphere of human life,
and students who are aware of interdisciplinary connectedness will be best safeguarded
from oversimplification.

The Study Strands and Learning Standards present teachers and students with
significant subject matter to be learned, important skills to be acquired, and challenging
questions to be asked, as they address the Core Knowledge topics in Section IV. Ap¬
plied across the grades at rising levels of sophistication, the standards knit together
teaching and learning in elementary, middle, and high schools. Taken together, the Core
Knowledge topics, the Study Strands, and the Learning Standards identify much of
what students should know and be able to do by their study of history and social science.
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HISTORY STRAND
Historical time is the lens through which we see change and continuity in human affairs.
History allows us to know our place in time, the first mark of educated citizens. To know
ourselves and others, we compare our lives with those of people in other eras and other
circumstances. Ignorance of history isolates us from human realities, a mortal weakness in
a democratic society, leaving us prey to mere nostalgia, or censored versions of the past
spread by partisan interests that tempt us to self-delusion, unreasonable expectations, and
simplistic and mistaken answers to hard problems.
School instruction in history should, of course, pay attention to the principles and tech¬
niques of the discipline itself: standards of objectivity, practice with original sources, weigh¬
ing evidence, forming and testing hypotheses. But much of the emphasis in schools should
be on what historians can agree has happened in the past. What have men and women done,
and thought, and suffered, and accomplished? Without stories of real people, the study of
history shrinks to lists of isolated facts and barren concepts, empty of the human drama that
moves students to see why facts and concepts are worth the work it takes to leam them.
The study of history helps students to take the point of view of others in the past and, while
holding to their own moral principles, to exercise historical empathy rather than rushing to
uninformed judgments. Students also confront ideas, people, and forces that work for change,
and others that work for continuity. They understand why the two are often seen by con¬
temporaries as opposed and mutually exclusive. Longer perspective tells them that change
often depends upon continuity, and continuity upon change, as in the alteration and duration
of the United States Constitution, or in the historian Macaulay’s plea to the British House of
Commons in 1831 to “reform that you may preserve.”
Perhaps most important, the study of history—in conjunction with biography, literature,
and philosophy—enriches the opportunities of students to choose their own paths in public
and private life. The dignity of free choice depends upon their knowing alternatives open to
them, the immense range of ways in which people in the past have tried to order their
political, economic, and social lives, and to pursue personal integrity, meaningful work, and
private happiness. A democratic education seeks to enable as many citizens as possible to
choose wisely for themselves. Knowing the past is a precondition to making responsible
choices in the present.
The Learning Standards for History are:
1.

Chronology and Cause. Students will understand the chronological order of
historical events and recognize the complexity of historical cause and effect,
including the interaction of forces from different spheres of human activity, the
importance of ideas, and of individual choices, actions, and character.

2.

Historical Understanding. Students will understand the meaning, implications,
and import of historical events, while recognizing the contingency and
unpredictability of history—how events could have taken other directions
y
studying past ideas as they were thought, and past events as they were lived, y
people of the time.

Research, Evidence, and Point of View. Students will acquire the ability to
frame questions that can be answered by historical study and research, to collect,
evaluate, and employ information from primary and secondary sources, and to
apply it in oral and written presentations. They will understand the many kinds
and uses of evidence; and by comparing competing historical narratives, they will
differentiate historical fact from historical interpretation and from fiction.

4.

Society, Diversity. Commonality, and the Individual. As a vast nation, the
overwhelming majority of whose population derives from waves of immigration
from many lands, the United States has a citizenry that exhibits a broad diversity
in terms of race, ethnic traditions, and religious beliefs. The history of the United
States exhibits perhaps the most important endeavor to establish a civilization
founded on the principles that all people are created equal, that it is the purpose of
government to secure the inalienable rights of all individuals, and that government
derives “its just powers from the consent of the governed.” It is also true, how¬
ever, that federal, state, and local governments, as well as the people themselves,
have often fallen short in practice of actualizing these high ideals, the most egre¬
gious violation being the acceptance of slavery in some states until the Civil War.
Students should be expected to learn of the complex interplay that has existed
from the beginning of our country between American ideals and American practice
in the pursuit of realizing the goals of the Declaration of Independence for all
people. While attending to the distinct contributions that immigrants from various
lands and of various creeds, along with Native Americans, have made to our
nationhood, students should be taught above all the importance of our common
citizenship and the imperative to treat all individuals with the respect for their
dignity called for by the Declaration of Independence.

HISTORY STRAND

3.

5. Interdisciplinary Learning: Religion, Ethics, Philosophy, and Literature in
History. Students will describe and explain fundamental tenets of major world
religions; basic ideals of ethics, including justice, consideration for others, and
respect for human rights; differing conceptions of human nature; and influences
over time of religion, ethics, and ideas of human nature in the arts, political and
economic theories and ideologies, societal norms, education of the public, and the
conduct of individual lives. (See also relevant strands in the Massachusetts
English Language Arts Curriculum Framework.)
6. Interdisciplinary Learning: Natural Science, Mathematics, and Technology
in History. Students will describe and explain major advances, discoveries, and
inventions over time in natural science, mathematics, and technology; explain
some of their effects and influences in the past and present on human life, thought,
and health, including use of natural resources, production and distribution and
consumption of goods, exploration, warfare, and communication. (See also
relevant strands in the Massachusetts Mathematics and Science/Technology
Curriculum Frameworks.)
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GEOGRAPHY STRAND
Geography, like the other social sciences, requires substantive knowledge, intellectual skills,
and concepts. A student must acquire substantive knowledge such as the names and loca¬
tions of major cities; intellectual skills such as accurate reading of maps; and concepts such
as longitude and latitude. These components of geography, however, are best taught to¬
gether. Thus, students learning the names and locations of major cities should learn how to
find those cities on maps and to fix their location by the standard references of longitude
and latitude.
The teaching of geography has sometimes been unnecessarily limited by overemphasis on
“sense of place,” “global connectedness,” and “environment.” Geography is not primarily
about gaining a “sense of place.” Children easily place themselves in relation to their home,
family, friends, school, and neighborhood. By instruction in geography, teachers may build
upon the natural interest children have in learning more about familiar places so as to culti¬
vate their interest in the larger, unfamiliar world. Most students will never know from
direct experience what it is like to grow up on another continent. Geography, like history,
will open new experiences of mind and imagination, and help students to discern both the
humanity they share with people who once seemed strange and distant and also very real
individual and cultural differences.
In studying geography, students leam of people trying to deal with environmental limita¬
tions and opportunities, and making consequential decisions in other matters. The study of
geography includes learning details that have little to do with physical environment, such as
what languages people speak, just as it offers the opportunity to leam about the choices
societies make, such as to inhabit flood-prone areas to exploit fertile soils or to take advan¬
tage of a coast to engage in trade rather than fishing. Geography should therefore not be
taught as though human communities are no more than responses to environmental condi¬
tions.
Although the study of geography may serve as preparation for “our new global realities
the interconnected, integrated, and interdependent character of our lives,” (Geography for
Life “National Geography Standards,” 1994), geography does not treat differences of time
and place as merely superficial. The study of geography is as much about the effects of
distance, isolation, inaccessibility, and adaptation to particular circumstances as it is about
proximity, connection, and commonality.
Geography is historical in two important ways: Our knowledge of world geography devel¬
oped slowly over the course of human history, and geography itself is a study of historical
change. As part of the study of geography, students must leam about the development of
scientific observation, mapping, exploration, intercultural contact, and instrumentation.
Students must also leam about population growth, prehistoric and historical human migra¬
tions, settlement patterns, and economic adaptations to diverse environments. For such
reasons, the National Geography Standards define a “geographically informed person as
one who “can explain the world in terms of what is where and why it is there... can identify
places in terms of location, distance, shape, pattern, and arrangement... [and who] under¬
stands how Earth’s physical and human systems are connected and interact.”
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The attraction of geographical study lies in its broad application, from students own region
to the nation and the continent, and beyond. Students begin with theories of the earth s
origin and geologic change and proceed to the latest scientific findings and technological
devices for dealing with distance, climate, and resources. Geography builds a range of
skills with maps, globes, charts, and photos, with instruments for navigation, weather re¬
porting, geological and astronomical exploration. Students examine and weigh evidence
from many sources—data on trade patterns, population, migrations, epidemics, and envi¬
ronmental changes.
The Learning Standards for Geography are:

7.

Physical Spaces of the Earth. Students will describe earth’s natural features and

their physical and biological characteristics; they will be able to visualize and map
oceans and continents; mountain chains and rivers; forest, plain, and desert; re¬
sources both above and below ground; and conditions of climate and seasons.
8.

Places and Regions of the World. Students will identify and explain the location

and features of places and systems organized over time, including boundaries of
nations and regions; cities and towns; capitals and commercial centers; roads, rails,
and canals; dams, harbors, and fortifications; and routes of trade and invasion.
9.

The Effects of Geography. Students will leam how physical environments have

influenced particular cultures, economies, and political systems, and how geo¬
graphic factors have affected population distribution, human migration, and other
prehistoric and historical developments, such as agriculture, manufacturing, trade,
and transportation.
10.

Human Alteration of Environments. Students will describe the ways in which

human activity has changed the world, such as removing natural barriers; trans¬
planting some animal and plant species, and eliminating others; increasing or
decreasing the fertility of land; and the mining of resources. They explain how
science, technology, and institutions of many kinds have affected human capacity
to alter environments.
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ECONOMICS STRAND
The purpose of the economics strand in the history and social science curriculum frame¬
work is to teach students the essential facts, forms of reasoning, and concepts required to
understand economic realities. A student should, for example, acquire substantive knowl¬
edge such as the names and denominations of currency, forms of reasoning such as calcula¬
tion of costs and benefits (including marginal costs and benefits), and concepts such as
saving, borrowing, and debt. Where possible, these components should be taught together.
Thus, students learning the names of currency should leam that money can be used to mea¬
sure the value of work, and that money earned from working can be saved, loaned, used to
pay debt.
Economics is an inherently difficult subject for students in the PreK-12 grades. Unlike
history, economics does not naturally unfold as narrative. Much of economics concerns
relations among things happening almost in a single moment and calculations of things that
might occur but do not, in fact, happen. To a large extent, economics deals with the mun¬
dane and practical realities of human existence.
To succeed, a PreK-12 economics curriculum must begin in the naturally developing intel¬
lectual interests of the child and must connect those interests with other concerns to which
the child will give sustained attention. The learning standards in economics therefore are
explicitly developmental. In each standard, the focus for the early grades is telling stories
and laying other groundwork for later more systematic exploration of economic themes.
The focus for the later grades is connecting the economics facts, reasoning, and concepts to
the work that students are pursuing in history, geography, and civics and government.
Economics in its most rudimentary sense is the study of how scarce means are allocated
among competing ends. Even very young children have an excellent intuitive grasp of such
allocation. If wishing to play conflicts with wishing to eat or sleep, the child must choose to
allocate time among competing ends. Playing alone with a toy or sharing it with others, the
child is naturally obliged to make a choice that has a certain economic character.
Children do not need to study economics to leam that their choices are influenced by many
things, such as their sense of right and wrong, their friendships, the impositions of external
authority, and calculation of self-interest. By studying economics, however, they leam that
choosing among competing ends and the most effective means to their achievement and
responding to incentives are essential human activities; that an important component of the
life of every individual consists of making economic choices; that some important eco¬
nomic choices are made by individuals and others by communities; and that human societ¬
ies are formed around the economic choices available to individuals and communities. These
are among the fundamental concepts of microeconomics and macroeconomics.
Similarly, very young children have a sense of personal possession, which usually serves as
the foundation for later ideas of property and ownership. Children do not need to study
economics to leam that there are limits on what use they can make of the objects and places
around them. By studying economics, however, they leam that rights in property are an
essential aspect of human communities, that different communities organize these rights in
dissimilar ways; that ideas about property influence the formation of government and laws;
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and that property is best understood as an essential component of a larger social and eco¬
nomic order.
Other fundamental economic concepts are also rooted in experience familiar to every child.
Children leam at an early age basic ideas about individual effort, the importance of inde¬
pendence and inescapable areas of dependence, exchange, fairness, cooperation, purposive
effort, and reward. We teach economics not to train children to become economic actors.
They will become economizers regardless of how they are educated, because that is part of
human nature. Rather, we teach economics to help children understand a complex aspect of
the broader world which existed before they were bom and which lies beyond what they
can discover for themselves.
These lessons are best taught not as timeless abstractions but as reflections on the actual
choices made by individuals and communities. In teaching history, geography, and civics
and government, teachers will have many opportunities to direct students to important eco¬
nomic considerations, such as the nature of incentives, the resources available to people in
a particular situation, the amount of capital and labor needed to exploit a resource, the
nature of contemporary markets for what people can produce, the constraints of climate,
transportation, storage, and security, the effects of laws, taxes, the honesty of government
officials, and the reliability of courts, and the degree to which economic activity reflected
private and public investment in such things as roads, canals, public order, and protection of
frontiers.
The economy in which today’s students are beginning to participate is profoundly rooted in
choices made in the past. Thus, the study of the economic components of history, geogra¬
phy, and civics is not merely illustrative. Instruction in economics must include explicit
instruction in the economic history of Massachusetts, New England, and the United States.
Students should know the size of populations at intervals in our history, the relative concen¬
tration on agriculture, industry, and commerce, the rise and decline of particular industries,
the history of labor, including organized labor, the growth of banking and finance, the record
of economic expansions and recessions over the course of American history from early
colonial times, and the influence of various views on how government can best serve the
economic interests of the state and the nation.
Students must also understand the economy of the present. Their knowledge of economic
history will assist them, but students will also have to leam facts and concepts that have
limited historical precedents. Students should leam, for example, what the Federal Reserve
Bank does, how the Bureau of Labor calculates unemployment statistics, and the relative
size of the components of the federal budget. Students must also leam about the increase in
the speed of modem commerce, the rising importance of intellectual property, and the emer¬
gence of multinational and global markets.
The study of economics in the PreK-12 curriculum differs significantly from the discipline
of economics as it is pursued at higher educational levels. Economists who work at those
levels generally conceive of their discipline as the development of abstract models of se¬
lected aspects of human behavior. These models are frequently presented in mathematical
form (including calculus) and always subsume ideas and terms that require familiarity with
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an advanced set of concepts about economic realities. Because of the natural hierarchy of
knowledge, a student cannot proceed with study of the formal discipline of economics without
first having mastered knowledge and skills required in a sound senior high school curricu¬
lum.
There are, however, many important pre-disciplinary components of economics that are
teachable at the PreK-12 level and that form a coherent body of knowledge, skills, and
concepts that ready an individual to become a competent participant in our society. The
learning standards in this strand lay the foundation for students to become intelligent work¬
ers, employers, consumers, and citizens. The economics standards also aim to cultivate
students’ understanding of the broader choices faced by individuals and by the communities
in which they participate. Knowledge of economics should inform participation at every
level of civic activity from neighborhood and township matters to the concerns of our state
and our nation, and our relations with other nations.
The Learning Standards for Economics are:
XI. Fundamental Economic Concepts. Students will understand fundamental eco¬

nomic concepts, including choice, ownership, exchange, cooperation, competition,
purposive effort, entrepreneurship, incentive, and money. The emphasis in the
lower grades will be on clarity of understanding, not terminology. Instruction in
fundamental economics concepts will continue through grade 12, and will develop
progressively to include mastery of more complex concepts and accurate use of
important terms.
12. Economic Reasoning. Students will demonstrate understanding of supply and

demand, price, labor markets, the costs of capital, factors affecting production,
distribution, and consumption, relations among such factors, the nature of goods
and services, incentives, financial markets, cost-benefit (including marginal costbenefit) analysis, fairness, and the value of trade. The emphasis in the lower grades
will be on teaching children how to recognize the components of a successful
project and to identify the elements of progressively more complex stories that
describe work, industry, or other economic activity. Instruction in economic
reasoning will continue through grade 12, and will develop to include understand¬
ing of the complex nature of economic reasoning and accurate use of important
terms.
13. American and Massachusetts Economic History. Students will describe the

development of the American economy, including Massachusetts and New Eng an ,
from colonial times to the present. The subjects the students will master will
include the size of populations at intervals in our history; the relative concentration
on agriculture, industry, and commerce; the rise and decline of particular industries,
the history of labor, including organized labor; the growth of banking and finance;
the record of economic expansions and recessions; and the influence of various
views on how government can best serve the economic interests of the state and the
nation. The emphasis in the lower grades will be on teaching children stories abou
American economic history. Instruction in American economic history in later
grades will focus on detailed knowledge of place, event, circumstance, and relation
to other historical, geographic, and civic matters.
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14. Today’s Economy. Students will describe the distinctive aspects of the contempo¬
rary economy of the United States and the world. The subjects the students will
master will include the historically unprecedented speed of economic transactions,
the role of quickly-disseminated information in the contemporary world economy,
the growth in the size and scale of markets, the role of modem technology, the rise
of service industries, and changes in the role of labor.
15. Theories of Economy. Students will describe and compare the major theories of
economy, and will identify the individuals and historical circumstances in which
these theories were developed. Students will explain, for example, the theories of
feudalism, mercantilism, communism, capitalism, and free-market economies, and
will be able to describe and explain the differences among several instances of each.

THE ^MASSACHUSETTS HISTORY AND SOCIAL SCIENCE CURRICULUM FRAMEWORK

CIVICS AND GOVERNMENT STRAND
Civics is a part of political science: the study of the rights and duties of citizens and the
nature of civic virtue. To exercise their rights and fulfill their duties responsibly, citizens
must leam what their rights and duties are and acquire respect for the equal rights of
others. Civic knowledge and civic virtue have long been fundamental aims of the educa¬
tion of the public in representative democracies and constitutional republics.
However, even knowledgeable and responsible citizens cannot all by themselves secure or
safeguard human and civil rights. The fundamental ideals of democracy—liberty and
justice for all—depend also for their security on institutions of government; laws that
apply equally to those who govern and the governed; and nongovernmental religious,
social, and economic institutions.
Students need to leam, then, not only the equal rights and the duties of citizens, but also
the purposes, form, and limited extent of their government and its authority. They should
leam as well fundamental differences between this form and other forms of government.
Students must leam concepts and principles essential to American constitutionalismrepresentative government, the purposes of a written constitution, citizenship, rights (in¬
cluding property, freedoms of speech, assembly, religion, and the press), duties, ordered
liberty, justice, privacy, law, authority, power, government. And they must leam facts—
the history of constitutional and democratic ideals and how they have fared, sacrifices
made and suffering endured for the sake of liberty and justice, advances in the achieve¬
ment of justice for all and grim failures and unjust discrimination. Students should be¬
come familiar with reasoning about the principles of American constitutionalism by con¬
sidering the case that has been made for the principles by statesmen such as Madison,
Hamilton, Adams, Jefferson, and Lincoln, and also arguments offered by Antifederalists
and positions taken later by Southern Secessionists.
The Founding Documents of the United States and the Constitution of the Commonwealth
of Massachusetts, including its Declaration of the Rights of the Inhabitants, are not mere
relics to be treasured because they are old. They are the living foundation of the United
States as an experiment in ordered liberty, vital safeguards of the rights of the public,
including students, and, imperfect though their implementation may be, they are the basis
of this country’s never-ending quest for justice.
The yearning for freedom and justice transcends national and temporal boundaries. But
the achievement of these goals has varied dramatically depending on political systems,
traditions, popular education, and such factors as religion, geographical conditions, and
patterns of prejudice.
The narrative of the history of government, including government by consent of the people,
is long and suspenseful. It never ends. Students need to leam that the future of freedom
can never be taken for granted.
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The Learning Standards for Civics and Government are:
16.

Authority, Responsibility, and Power. Students will explain forms of authority in
government and other institutions; explain purposes of authority and distinguish au¬
thority from mere power, as in “a government of laws, but not of men , and describe
responsible and irresponsible exercise of both authority and power.

17.

The Founding Documents. Students will learn in progressively greater detail the
content and the history of the Founding Documents of the United States the Decla¬
ration of Independence, United States Constitution, and selected Federalist papers
(as required by the Massachusetts Education Reform Act of 1993). They will assess
the reasoning, purposes, and effectiveness of the documents; and, similarly, elements
of the Constitution of the Commonwealth of Massachusetts.

18.

Principles and Practices of American Government. Students will describe how
the United States government functions at the local, state, national, and international
levels, with attention to the Constitution of the Commonwealth of Massachusetts, its
Declaration of the Rights of the Inhabitants, and the basic elements of its Frame of
Government; analyze the background and evolution of constitutional and democratic
government in the United States to the present day; and explain the place of institu¬
tions of government in securing the rights of citizens.

19.

Citizenship. Students will learn the rights and duties of citizens and the principle of
equal rights for all; consider the nature of civic virtue in a school, a community, a
nation; and identify major obstacles and threats to civil rights.

20.

Forms of Government. Students will study, compare, contrast, and analyze diverse
forms of government; the ways of life and opportunities they permit, promote, and
prohibit; and their effects on human rights. They will evaluate forms of government
in terms of justice, ordered liberty, efficiency, public safety, educational opportunity,
and economic and social mobility.
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OVERVIEW - LEARN INC STANDARDS
The Learning Standards for History are:
1.

Chronology and Cause. Students will understand the chronological order of histori¬
cal events and recognize the complexity of historical cause and effect, including the
interaction of forces from different spheres of human activity, the importance of ideas,
and of individual choices, actions, and character.

2.

Historical Understanding. Students will understand the meaning, implications, and
import of historical events, while recognizing the contingency and unpredictability
of history—how events could have taken other directions—by studying past ideas as
they were thought, and past events as they were lived, by people of the time.

3.

Research, Evidence, and Point of View. Students will acquire the ability to frame
questions that can be answered by historical study and research; to collect, evaluate,
and employ information from primary and secondary sources, and to apply it in oral
and written presentations. They will understand the many kinds and uses of evi¬
dence; and by comparing competing historical narratives, they will differentiate his¬
torical fact from historical interpretation and from fiction.

4.

Society, Diversity, Commonality, and the Individual. As a vast nation, the over¬
whelming majority of whose population derives from waves of immigration from
many lands, the United States has a citizenry that exhibits a broad diversity in terms
of race, ethnic traditions, and religious beliefs. The history of the United States ex¬
hibits perhaps the most important endeavor to establish a civilization founded on the
principles that all people are created equal, that it is the purpose of government to
secure the inalienable rights of all individuals, and that government derives its just
powers from the consent of the governed.” It is also true, however, that federal, state,
and local governments, as well as the people themselves, have often fallen short in
practice of actualizing these high ideals, the most egregious violation being the ac¬
ceptance of slavery in some states until the Civil War. Students should be expected to
learn of the complex interplay that has existed from the beginning of our country
between American ideals and American practice in the pursuit of realizing the goals
of the Declaration of Independence for all people. While attending to the distinct
contributions that immigrants from various lands and of various creeds, along with
Native Americans, have made to our nationhood, students should be taught above all
the importance of our common citizenship and the imperative to treat all individuals
with the respect for their dignity called for by the Declaration of Independence.

5.

Interdisciplinary Learning: Religion, Ethics, Philosophy, and Literature in His¬
tory. Students will describe and explain fundamental tenets of major world religions;
basic ideals of ethics, including justice, consideration for others, and respect for hu¬
man rights; differing conceptions of human nature; and influences over time of reli¬
gion, ethics, and ideas of human nature in the arts, political and economic theories
and ideologies, societal norms, education of the public, and the conduct of individual
lives. (See also relevant strands in the Massachusetts English Language Arts Cur¬
riculum Frameworks.)
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Interdisciplinary Learning: Natural Science, Mathematics, and Technology in
History. Students will describe and explain major advances, discoveries, and inven¬
tions over time in natural science, mathematics, and technology; explain some of
their effects and influences in the past and present on human life, thought, and health,
including use of natural resources, production and distribution and consumption of
goods, exploration, warfare, and communication. (See also relevant strands in the
Massachusetts Mathematics, Science, and Technology Curriculum Frameworks.)

The Learning Standards for Geography are:
7.

Physical Spaces of the Earth. Students will describe earth’s natural features and
their physical and biological characteristics; they will be able to visualize and map
oceans and continents; mountain chains and rivers; forest, plain, and desert; resources
both above and below ground; and conditions of climate and seasons.

8.

Places and Regions of the World. Students will identify and explain the location
and features of places and systems organized over time, including boundaries of na¬
tions and regions; cities and towns; capitals and commercial centers; roads, rails, and
canals; dams, harbors, and fortifications; and routes of trade and invasion.

9.

The Effects of Geography. Students will leam how physical environments have
influenced particular cultures, economies, and political systems, and how geogr^>hic
factors have affected population distribution, human migration, and other prehistoric
and historical developments, such as agriculture, manufacturing, trade, and transpor¬
tation.

10.

Human Alteration of Environments. Students will describe the ways in which
human activity has changed the world, such as removing natural barriers; transplant¬
ing some animal and plant species, and eliminating others; increasing or decreasing
the fertility of land; and the mining of resources. They explain how science, technol¬
ogy, and institutions of many kinds have affected human capacity to alter environ¬
ments.

The Learning Standards for Economics are:
11.

Fundamental Economic Concepts. Students will understand fundamental economic
concepts, including choice, ownership, exchange, cooperation, competition, purpo¬
sive effort, entrepreneurship, incentive, and money. The emphasis in the lower grades
will be on clarity of understanding, not terminology. Instruction in fundamental eco¬
nomics concepts will continue through grade 12, and will develop progressively to
include mastery of more complex concepts and accurate use of important terms.

12.

Economic Reasoning. Students will demonstrate understanding of supply and de¬
mand, price, labor markets, the costs of capital, factors affecting production, distribu¬
tion, and consumption, relations among such factors, the nature of goods and ser¬
vices, incentives, financial markets, cost-benefit (including marginal cost-benefit)
analysis, fairness, and the value of trade. The emphasis in the lower grades will be on
teaching children how to recognize the components of a successful project and to
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identify the elements of progressively more complex stories that describe work, in¬
dustry, or other economic activity. Instruction in economic reasoning will continue
through grade 12, and will develop to include understanding of the complex nature of
economic reasoning and accurate use of important terms.
13.

American and Massachusetts Economic History. Students will describe the de¬
velopment of the American economy, including Massachusetts and New England,
from colonial times to the present. The subjects the students will master will include
the size of populations at intervals in our history; the relative concentration on agri¬
culture, industry, and commerce; the rise and decline of particular industries; the
history of labor, including organized labor; the growth of banking and finance; the
record of economic expansions and recessions; and the influence of various views on
how government can best serve the economic interests of the state and the nation.
The emphasis in the lower grades will be on teaching children stories about American
economic history. Instruction in American economic history in later grades will fo¬
cus on detailed knowledge of place, event, circumstance, and relation to other histori¬
cal, geographic, and civic matters.

14.

Today’s Economy. Students will describe the distinctive aspects of the contempo¬
rary economy of the United States and the world. The subjects the students will
master will include the historically unprecedented speed of economic transactions,
the role of quickly-disseminated information in the contemporary world economy,
the growth in the size and scale of markets, the role of modem technology, the rise of
service industries, and changes in the role of labor.

15.

Theories of Economy. Students will describe and compare the major theories of
economy, and will identify the individuals and historical circumstances in which these
theories were developed. Students will explain, for example, the theories of feudal¬
ism, mercantilism, communism, capitalism, and free-market economies, and will be
able to describe and explain the differences among several instances of each.

The Learning Standards for Civics and Government are:
16.

Authority, Responsibility, and Power. Students will explain forms of authority in
government and other institutions; explain purposes of authority and distinguish au¬
thority from mere power, as in “a government of laws, but not of men , and describe
responsible and irresponsible exercise of both authority and power.

17.

The Founding Documents. Students will learn in progressively greater detail the
content and the history of the Founding Documents of the United States the Decla¬
ration of Independence, United States Constitution, and selected Federalist papers
(as required by the Massachusetts Education Reform Act of 1993). They will assess
the reasoning, purposes, and effectiveness of the documents; and, similarly, elements
of the Constitution of the Commonwealth of Massachusetts.
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18.

Principles and Practices of American Government. Students will describe how
the United States government functions at the local, state, national, and international
levels, with attention to the Constitution of the Commonwealth of Massachusetts, its
Declaration of the Rights of the Inhabitants, and the basic elements of its Frame of
Government; analyze the background and evolution of constitutional and democratic
government in the United States to the present day; and explain the place of institu¬
tions of government in securing the rights of citizens.

19.

Citizenship. Students will learn the rights and duties of citizens and the principle of
equal rights for all; consider the nature of civic virtue in a school, a community, a
nation; and identify major obstacles and threats to civil rights.

20.

Forms of Government. Students will study, compare, contrast, and analyze diverse
forms of government; the ways of life and opportunities they permit, promote, and
prohibit; and their effects on human rights. They will evaluate forms of government
in terms of justice, ordered liberty, efficiency, public safety, educational opportunity,
and economic and social mobility.

For all Learning Standards as they apply in PreK-4, see also, The Development of Se¬
lected History and Social Science Learning Capacities, PreK-4, Section VII, pp. 59-62.
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History

Learning Standard 1: Chronology and Cause. Students will understand the chronologi¬
cal order of historical events and recognize the complexity of historical cause and effect,
including the interaction of forces from different spheres of human activity, the importance
of ideas, and of individual choices, actions, and character.
Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students put events in temporal order.

Students learn to use the calendar.
They make timelines of days, weeks,
months, years, and decades, showing the
order and relations of people and events,
such as the Boston Tea Party, Paul
Revere’s ride, and the Valley Forge
winter, that are important or interesting to
them.
They identify the people, events, and
times, such as the Pilgrims’ first harvest,
at the origins of holidays observed
in Massachusetts.

Students understand cause and effect,
the relations between events.

They explain how people and events
caused us to celebrate these holidays.
They examine buildings, parks, and
streets of their community, and explain
forces that have changed, or preserved,
their built environment.
They explain forces that caused
Native American people to change
their locales and economic life before
the coming of the Europeans.

Students grasp importance of
individual action and character.

Grades 5-8
Students understand multiple causes,
how forces from different spheres
of life can cause or shape an event.

From a biographical excerpt, they
explain how a single historical character,
such as John Chapman (“Johnny
Appleseed”) or Sojourner Truth,
made a difference to other people.

Students explain the economic, social,
cultural, and political causes for the
American Revolution.

THE MASSACHUSETTS HISTORY ANP SOCIAL SCIENCE CURRICULUM FRAMEWORK

SmMQm History "-Si! W$£:'.
learning Standard 1: Chronology and Cause.
Learning Standard Components

'Xv!;:;XyXvX;X;!vXvXxl|*X;;iX;^^
lillll

Examples

Grades 5-8 (continued)
They explain the various factors that
shaped the main compromises in the
writing of the U. S. Constitution.
They compare and contrast the causes
for the decline and fall of the Han and
Roman empires.
They explain the causes of our Civil
War, both long term and short term,
and the several reasons for the defeat
of the Confederacy.
Students understand the power
of ideas behind important events.

They explain why John Adams said the
American Revolution was “made in the
minds and hearts of the people” before
hostilities commenced.
They explain why democratic
revolutionaries from 1776 to Prague
and Beijing in recent times have
repeatedly quoted Jefferson’s words in
the Declaration of Independence.
They discuss how the ideas of Moses,
Jesus and Muhammed could motivate
entire peoples to action.
They describe historians’ views of the
effects on Northern opinion of Harriet
Beecher Stowe’s Uncle Tom’s Cabin.

Students recognize the importance
of individual choices, action, and
character.

They explain the reasons that guided
Jefferson’s decision to undertake
the Louisiana Purchase, despite his
doubts about its constitutionality.
They explain the significance of the
choices of career made by Horace
Mann, Dorothea Dix, and Frederick
Douglass.

Grades 9-10
Students grasp the multiplicity of
factors from each sphere of
life in both the long term and short
term causes of historical turning
points.

They explain how a revolution in
religion—the Protestant Reformation
— was hastened and shaped by
economic, cultural, social, and political
influences, as well as by the individual
acts of Martin Luther and his protector,
Frederick the Wise of Saxony.
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Examples

Learning Standard Components
Grades 9-10 (continued)

They distinguish between the longdeveloping explosive forces—economic,
social, religious, political—building up
over the long term, and the immediate
“sparks” that ignited them to launch
j the French Revolution or World War I.

They describe the succession of
personal feelings, casual decisions,
confusions, and mistakes that
resulted in the assassination of
Archduke Franz Ferdinand in 1914,
the “spark” setting off World War I.

Students recognize the role of
chance, accident, or confusion in
important events, when seemingly
minor acts bring forth enormous
consequences.

They discuss the tragic consequences
of the sheer length and casualties of
World War I to hundreds of millions
of ordinary men, women, and
children down through the end of the
century, in the postwar flu epidemic,
and during the Second World War,
the Holocaust, and the Cold War.

Grades 11-12
Students recognize the
occasions on which the
collaboration of different kinds of
people, often with different motives,
has accomplished important
changes.
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They explain the successes of the
Progressive movement as well as its
limits and failures by the degree to
which it succeeded or failed to win
and keep a broad coalition of allies.
They describe the combination of
ideas, events, conditions, and leaders
that won the 1964 Civil Rights Act
and the 1965 Voting Rights Act.
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Learning Standard 2: Historical Understanding. Students will understand the mean¬
ing, implications, and import of historical events, while recognizing the contingency and
unpredictability of history—how events could have taken other directions—by studying
past ideas as they were thought, and past events as they were lived, by people of the time.

Examples

Learning Standard Components
(Core Knowledge and Skills)

PreK-4

From tales and biographies, students
explain how good intentions have
sometimes yielded good results and
sometimes led to unexpected, contrary,
and unhappy results. They discuss the
likely consequences of choices they
make.

Students understand that people often
have good evidence for predicting
the outcome of their actions but
that actions can also have unintended
consequences.

From their study of early life in
Massachusetts, they describe the
kinds of behavior English settlers could
hope or fear from the Indians, and
what the Indians could hope or fear
from the newcomers.
They read pieces from Benjamin
Franklin’s Poor Richard’s Alrnanack
that seem contrary to prevailing ideas
today and consider Franklin’s reasons
for holding his views.

Students consider ideas and concerns
expressed by thoughtful individuals
of the past that may differ from their
own.

They explain why John Adams took on
the task of defending the British
soldiers who took part in the Boston
Massacre.

Grades 5-8
Students understand how people in
the past could believe themselves
justified in excluding others from their
community or privileges.

Students explain the reasons why the
citizens of Athens, under the circum¬
stances of their time, could convict
Socrates of impiety and corrupting the
young and put him to death. They
contrast freedom of religion in the
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Learning Standard
Learning Standard Components

Examples

Grades 5-8 (continued)
United States with govemmentally
sanctioned religion in ancient Athens
and contemporary theocracies such as
Iran; and they discuss current
Massachusetts laws and regulations
against educational malpractice.
They explain why, in the 18th century,
despite the fact that by 1789 the United
States was the most democratic large
nation in the world, most political
leaders believed it was reasonable to
exclude women, Native Americans,
slaves, and men without property from
voting and public office. They discuss
the power of the Declaration of Inde¬
pendence to show the injustice of
slavery, oppression, and discrimination;
and they discuss reasonable contempor¬
ary qualifications for voting, including
age, citizenship, and absence of felony
convictions.
Students recognize the contingency
of history and how it must be taken
into account when passing judgment
on people and actions of the past.

They explain references to historical
contingency in Lincoln’s Second Inaug¬
ural Address, and how his words demon¬
strate both empathy and strict moral
judgment.
They explain both the intended and the
unintended consequences of Radical
Republican activism in the defeated
South, early in Reconstruction years.

Grades 9-10
Students understand past ideas as
they were thought, and past events
as they were lived, by people at
different times and places.

Students explain why particular scien¬
tific discoveries of the 17th century
encouraged Enlightenment thinkers
toward more confidence in the
possibility of peace, harmony, and
practicability in human affairs.
From sources published in 1900,
students explain why American and
European writers and leaders were so
optimistic over the coming of the 20th
century, and how our expectations of the
21st century are both similar and
different.
...
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Examples

Grades 9-10 (continued)
Students explain how appeasement of
Hitler’s Germany in the 1930s by the
leaders of Britain and France arose in
part from their memories of World War I
and their ideas about its causes.
Grades 11-12
Students understand the use of
historical events as warnings to
us, and the dangers of regarding
them as lessons to copy as we
confront our own problems.

Students describe the advocates and the
reasons for passing the 18th Amendment
to the Constitution, establishing
Prohibition, explain the unexpected
consequences of this attempted reform,
and debate what warnings they may
have for us today.
They review arguments for American
entry into the Vietnam War that were
based on the lessons of appeasement in
the 1930s, and explain the extent to
which they were a) accurate history, and
b) applicable to 1960s Asia, in the
context of expansionary international
communism.
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Learning Standard 3: Research, Evidence, and Point of View. Students will acquire
the ability to frame questions that can be answered by historical study and research; to
collect, evaluate, and employ information from primary and secondary sources, and to
apply it in oral and written presentations. They will understand the many kinds and uses
of evidence; and by comparing competing historical narratives, they will differentiate
historical fact from historical interpretation and from fiction.
Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students differentiate among the
kinds of texts they read.

Grades 5-8
Students explain differences in the
points of view in historical accounts
of controversial events.

From various narratives, students
explain the difference between state¬
ments of fact and statements of opinion,
and between factual and fictional
scenes. They understand the use of arti¬
facts in studying the past. They describe
different kinds of evidence we have
from both Native American and English
settlements in Massachusetts that show
how each people lived.

Students explain how Americans and
the British gave differing accounts of
the Boston Massacre, and how portions
of each might be used to reconstruct the
event as it most likely happened.
They describe conflicting views of
pre-Civil War Northern and Southern
authors and statesmen on slavery
as an institution and its effects on the lives
and thoughts of slaves.

Students understand ways of finding
and testing evidence from societies
leaving no written records.

They explain methods of archaeologists,
and what may be learned from their
discoveries of human remains, artifacts,
and cave paintings.

Students recognize relationships
between primary and secondary
sources, and the uses of each.

They explain the conflicting views of
historians on the reasons for the decline
and fall of the Roman Empire, and how
some Roman writers viewed the major
dangers and identified major problems
facing the Empire.

Grades 9-10
Students understand how various
historical interpretations can vary
according to prevailing orthodoxies
of the period of their writing.

They examine and explain historians’
arguments over Columbus and about the
positive and negative effects of the
European discovery of America.
framework
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Learning Standard Components

Examples

Grades 9-10 (continued)
They examine and explain changing
historical viewpoints on the motives and
effects—on conquered and conquering
peoples alike—of European imperialism
of the 19th centurv.
Students compose a research paper,
using conflicting primary sources,
and explain the degree to which they
are able, or unable, to establish
which is the more credible source.

Grades 11-12
Students recognize the need to
identify and account for partisan
pleading in competing accounts of
the past.

They choose among the following:
a) a Christian and a Muslim account
of an episode in the Crusades;
b) a Calvinist and a Catholic view of
the causes of the Reformation;
c) a Royalist and a Puritan view of
the beheading of Charles I, 1649;
d) a French and a German memoir
on the outbreak of either World War.

They examine and evaluate present-day
debates over the justification and merits
of Franklin D. Roosevelt’s policies on
business and labor in the New Deal.
They examine and evaluate historians’
and political scientists’ debates over the
origins and responsibilities for the Cold
War between the Soviet Union and the
Western democracies.

Students weigh the usefulness and
relative credibility of newspaper
accounts of an historical event
against those of eyewitnesses and
of historians writing after the time.

Examples might be drawn from:
a) the Haymarket Riot of 1886;
b) 1915 sinking of the Lusitania;
c) Stock Market Crash, 1929;
d) Cuban missile crisis, 1962;
e) Watts riot, Los Angeles, 1965.

j
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Learning Standard 4: Society, Diversity, Commonality, and the Individual. As a vast
nation, the overwhelming majority of whose population derives from waves of immigra¬
tion from many lands, the United States has a citizenry that exhibits a broad diversity in
terms of race, ethnic traditions, and religious beliefs. The history of the United States
exhibits perhaps the most important endeavor to establish a civilization founded on the
principles that all people are created equal, that it is the purpose of government to secure
the inalienable rights of all individuals, and that government derives “its just powers from
the consent of the governed.” It is also true, however, that federal, state, and local govern¬
ments, as well as the people themselves, have often fallen short in practice of actualizing
these high ideals, the most egregious violation being the acceptance of slavery in some
states until the Civil War. Students should be expected to learn of the complex interplay
that has existed from the beginning of our country between American ideals and American
practice in the pursuit of realizing the goals of the Declaration of Independence for all
people. While attending to the distinct contributions that immigrants from various lands
and of various creeds, along with Native Americans, have made to our nationhood, stu¬
dents should be taught above all the importance of our common citizenship and the im¬
perative to treat all individuals with the respect for their dignity called for by the Declara¬
tion of Independence.

Examples

Learning Standard Components
(Core Knowledge and Skills)
PreK-4
Students learn about the diversity of
backgrounds of American citizens.
They learn of their similarities
and differences in likes, dislikes,
skills, favored activities, names, and
experience; and teachers help them
to leam from one another and compare

PreK-2: Students hear stories of immigrant
children in successive immigrant groups:
the difficulties and successes they exper¬
ienced in their lives in a new country.
They look for differences, likenesses,
and similarities of thought, feeling,
and action among the characters.

experiences.
Students leam about the contributions
of all parts of the American population
to the nation’s economic and political
development and to its cultural store.
They leam that when working in
groups, they have individual and
shared responsibilities, and that it is
important not to let others down.

Students leam that their school is a
community in which they are equals, and
that all must be considerate of others
for the school to be a good place

Grades 3-4: Students hear about the
correspondence of Benjamin Banneker,
surveyor, and Thomas Jefferson on
preparation of the Washington D.C. site.
Students read narratives of people who,
like Harriet Tubman, have been illtreated because of prejudice against
them and who have defended the
cause of equality and justice.
Students prepare a report explaining the
need for mutual trust in a community and
the means by which mutual trust can be
achieved.

to play, work, and leam.
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Learning Standard 4: Society* Diversity, Commonality, and the indmduat

Grades 5-8
Students learn the nature of stereo¬
typing, commonly from racial, ethnic,
religious identifications; they learn
the reasons stereotypes are logically
and factually mistaken, and the reasons
stereotyping is morally wrong. They
consider the capacity of determined
individuals sometimes to achieve
success even amidst adversity and in
the face of unjust treatment.

Examples

Students read “The Education of Frederick
Douglass” and write essays on Douglass’
success in covertly learning to read and
write, despite all efforts to prevent literacy
among slaves.

Students explain the importance of our
common citizenship in the United
States and imperative of the Declara¬
tion of Independence to treat all
individuals as equals and with respect
for their dignity and rights.

Students write essays explaining both the
meaning of “all men are created equal”
and the reasons this proposition does not
mean or imply that everyone is equal to
everyone else in every respect.

Drawing on studies in history,
geography, and economics, students
learn of religious, ethnic, gender, and
class persecution, of individual and
group achievements despite adversity,
of unjust laws and their reform, and of
patterns of emigration from other lands
in search of liberty and equality.

Students memorize the inscriptions on the
Statue of Liberty and the Iwo Jima
Memorial (“Uncommon Valor Was A
Common Virtue”), explain the meaning
of each, and consider each in the light of
E Pluribus Utium. Students consider the
unifying bonds of American citizenship
appealed to by James Madison in
Federalist 14.

Grades 9-10
Students understand the rights of
individuals in conjunction with the
ideals of community participation
and public service.

MMMi

Learning Standard Components

A student reads the autobiography of Golda
Meir and describes and analyzes the con¬
clusions she drew from suffering antiSemitic persecution in Russia, gaining
educational opportunity in the United States,
and becoming a political leader of profound
international stature.
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Learning Standard Components
Grades 9-10 (continued)
In considering the individual and societal
benefits and difficulties of homogeneous and
heterogeneous populations and traditions,
students study, offer, and test hypotheses for
causes of hostility, prejudicial contempt,
intolerance, exploitation, and indifference to
the common good; assess the complicity of
government and private institutions
in perpetuation of economic injustice and
affronts to liberty; and contrast them with
the history of individual, civic, institutional,
and political efforts to frame government,
law, and civil society so as to advance
justice.
Students recognize the transmission of
learning and enlightenment through
geographical exploration and cultural
interactions.

»

I

Jill

Examples

Students read, analyze, and
present reports on essays that
attempt to address our common
humanity and the fact that we
sometimes overlook the points
of view and feelings of others,
such as William James’ “On A
Certain Blindness in Human
Beings.”

Students describe European
learning from Islamic science,
mathematics, and medicine, and
Islamic preservation of ancient
Greek works.
Students prepare a report on how
the 19th century European explo¬
ration of central Africa, by mak¬
ing Europeans aware of the slave
trade and slave markets in
Khartoum and Zanzibar, contrib¬
uted to the abolition of slavery
there under British pressure.

Grades 11-12
Students consider how the cardinal American
principles of respect for the rights of all
individuals and constitutionally limited
government can coexist fruitfully
with the flourishing of particular religious
and ethnic traditions among our population.

Students read and present reports
on autobiographies and corre¬
spondences of individuals such
as Helen Keller and Anne
Sullivan Macy, Frederick Dougglass, Richard Rodriguez, and
Anne Frank, whose lives testify
to our common humanity amidst
differences.
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Learning Standard 4: Society, Diversity; Commonality, and the Individual

Learning Standard Components
Grades 11-12 (continued)
Students understand the political, civic, and
moral principles underpinning written
constitutions and laws, that need to be
widely observed in order to extend liberty,
equality, and justice to all citizens: principles
of respect for the individual and property rights
of others, and of active participation in the
political life of the nation (jury service,
informed voting, contributions to one’s
community).

Examples

Preparing a report on the purposes
of government and of a free
society, a student addresses
Madison’s statement in Feder¬
alist 51, “Justice is the end of
government. It is the end of
civil society.”

Students return to the principle of the
Declaration of Independence that “all men
are created equal” and explain how this
principle provides the foundations of our
common citizenship. They appraise the
truth in principle and in practice of
alternative claims about the fundamental
purpose of government and civic society.
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Learning Standard 5: Interdisciplinary Learning: Religion, Ethics, Philosophy and
Literature in History. Students will describe and explain fundamental tenets of major
world religions; basic ideals of ethics, including justice, consideration for others, and re¬
spect for human rights; differing conceptions of human nature; and influences over time of
religion, ethics, and ideas of human nature in the arts, political and economic theories and
ideologies, societal norms, education of the public, and the conduct of individual lives.
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Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students learn formulations of the Golden
Rule as expressed in major religions and
ethical teachings; they practice applying
it in their treatment of others.

PreK-2: Students read, discuss, and
make up stories and fables, such as
Aesop’s, in which some characters
do and some do not treat others as
they would wish to be treated.
Grades 3-4: Students discuss and
then write paragraphs on the point of
asking ourselves, when deciding
what to do and not do, “How would
I feel if someone treated me that
way?” and “What if everyone be¬
haved like that?”

Grades 5-8
Students learn and compare
basic tenets of world religions and
their influence on individual and
public life as well as the course
of history.

Grades 9-10
Returning to the study of world religions,
students examine the influences of
religions in law, education, the arts, and
social norms.

Following a three-part lecture in
which the teacher a) identifies the
major religions in world history; b)
describes the research and scholar¬
ship on which the lecture is based;
and c) explains the criteria for a reli¬
gion, and for a world religion, stu¬
dents form small study groups. Each
group selects a religion to study and
conducts research on its basic tenets,
spiritual leaders, and sacred docu¬
ments. The groups prepare reports
for other students to read. The class
as a whole then discusses the mean¬
ing of the word “religion” and iden¬
tifies similarities and differences in
the tenets of the religions studied.

Students conduct research on the re¬
ligious history and meaning of scenes
depicted in paintings. They visit mu¬
seums to study paintings, or study re¬
productions of paintings, in detail,
writing essays explaining the depic¬
tion of religious themes in specific
paintings.
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HISTORY

Learning Standard Components

Examples

Grades 9-10 (continued)
Students explain the attempts of the
clergy in Medieval and Reformation
Europe to apply the Mosaic Code and
Christian Gospels to business and
trade through principles such as “just
price” and “just wage.”
Students contrast accounts of
human nature given in defense
of tyranny v/ith accounts of
human nature that underlie
government by consent of the
governed.

ill

Students explain and assess
Machiavelli’s assertion, “the only
durable bond among men is fear,”
and its implication for government
in the light of conflicting evidence
that human beings, while not angels,
can govern themselves.

Grades 11-12
Students recognize limits to the
pursuit of individual happiness and
gratification implicit in the ideals of
justice and respect for the human dignity
and rights of others.

Students read original works in eth¬
ics and write essays explaining such
concepts as virtue, integrity, justice,
conscientiousness, courage, altruism,
egoism, selfishness. They explain
and assess arguments for ethical prin¬
ciples which say, for example, that
we should always treat persons as
ends in themselves and never as
means merely.

Students understand the use
of the principles of justice and
human dignity in identifying forms
of conduct as right or wrong, and as
tolerable or intolerable. They distinguish
toleration from respect and assess
alternatives for addressing, through
law, policy, and personal engagement,
persistent but intolerable conditions,
circumstances, practices, and behavior.

Students explore and explain the
meaning of “absolutely wrong” and
consider in discussion and writing
whether any form of conduct by in¬
dividuals or institutions—drunk driv¬
ing, slavery, genocide, perjury—is
absolutely wrong.

|
i
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Learning Standard 6: Interdisciplinary Learning: Natural Science, Mathematics, and
Technology in History
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Learning Standard 6: Interdisciplinary Learning: Natural Science, Mathematics,
and Technology in History. Students will describe and explain major advances, discov¬
eries, and inventions over time in natural science, mathematics, and technology; explain
some of their effects and influences in the past and present on human life, thought, and
health, including use of natural resources, production and distribution and consumption of
goods, exploration, warfare, and communication.

V.V.’.VV.'

Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students leam the story of inventions and | PreK-2: Students compare the
discoveries that make their lives different | tools they use in schools for
from lives of people of long ago and
projects and assignments with the
of even the recent past.
tools available to children in times
past and leam how and by whom
the older and newer tools were
invented.
Grades 3-4: Students study and ex¬
plain how paved roads, motorized
vehicles, electric lights, printed
books, color reproductions of paint¬
ings and sculpture, computers, and
other inventions have changed dis¬
tribution of educational opportunity
for the public as well as life in
schools. They examine advances
in medicine, such as vaccination
against dread diseases, and their
effects on health.
Grades 5-8

92

Students understand the
importance of technological
advances for the spread of
literacy in the Republic, and for
citizen access to information.

Students read Abraham Lincoln’s
1858-59 address, “Discoveries
and Inventions”; reconstruct
his arguments about the effects
of printing and literacy on the
aspiration of members of the
broad public; and assess his
view on fundamental purposes
of education of the public.

Drawing on their studies in
geography, students leam of
inventions that have revolutionized
exploration—such as the compass,
the mechanical clock, the sextant,
the telescope—and how they are used.

From accounts of voyages of
explorers and traders, students
explain the uses of navigational
instruments.

Strand One History : ;
Learning Standard 6: Interdisciplinary Learning: Natural Science, Mathematics, and
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Examples

Learning Standard Components
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Grades 5-8 (continued)
Students understand the effects
of inventions and discoveries
that have altered, for better
or worse over time, working
and safety conditions in
agriculture, mining, manu¬
facturing, and transportation;
and discoveries and inventions
that have transformed medicine,
education, daily life, and free
time.

Students study the effects of
technology on the availability
and uses of free time and
consider the extent to which
they use free time for selfimprovement as distinguished
from mere amusement.

.}•■

Grades 9-10
Students leam of technological
advances in food production
and distribution and test hypotheses
to explain the persistence of hunger,
starvation, and localized famine.

Students understand essentials
and effects of major 19th and
20th century scientific
theories.

Grades 11-12
Students leam of the technology
by which news media broadcast
live coverage of events world¬
wide and assess the effects of
such coverage.

Three student groups identify
through research countries where
famine persists; each group
selects one country for study.
The groups then report their
findings and evidence for their
hypotheses as to natural and
man-made causes, and propose
feasible remedies.
Students prepare reports on
Charles Darwin’s 77ie Origin of
Species and 20th century devel¬
opments in biology and medi¬
cine.
Students conduct research on types
of events and phenomena most
frequently covered in television
news; establish criteria for genuine
newsworthiness; and test the
extent to which actual news
coverage meets the criteria.
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Strand Two: Geography
Learning Standard 7: Physical Spaces of the Earth. Students will describe earth’s
natural features and their physical and biological characteristics; they will be able to visual¬
ize and map oceans and continents; mountain chains and rivers; forest, plain, and desert;
resources both above and below ground; and conditions of climate and seasons.

Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students know and locate the
cardinal directions,
poles, equator, hemispheres,
continents, oceans, major
mountain ranges, and other
major geographical features
of the earth.

PreK-2: Students use a
compass to locate north, east,
south, and west.
Students examine a relief map
of the United States, discuss
how mountain ranges are
indicated, and make a list of
their names.
Students leam stories about the
European exploration of North
and South America and follow
the routes of explorers on a
globe.
Grades 3-4: Students examine
how latitude affects the climate
of continents.

Students know and
locate principal features of
New England’s physical
geography.

Students make a physical map
of New England and describe
its topography, waters, coast¬
line, and climate.

Students leam and
locate the principal ocean
currents and wind patterns.

Students trace the Gulf Stream
and the Jet Stream on a globe.

They leam and locate the
watersheds, ecological regions,
and resources of the United States.

Students trace the Great Divide,
the Great Lakes, and the areas
where iron ore, coal, and oil are
found.

Grades 5-8

Learning Standard 7i Physical Spaces of the Earth

Learning Standard Components

Examples

Grades 9-10
Students recognize
the natural distribution of
plants and animals in the world

Students identify the origins of
potatoes, cotton, horses, and
chickens.

They recognize natural
barriers to human
access to and movement within
major geographic regions.

Students explain geographic
factors affecting the rate at which
European colonization of North
America proceeded.

They learn of Massachusetts’
major fisheries and other ocean
resources.

Students locate Georges Bank
and identify the principal fish
native to the area.

Students compare the potential
of various regions for
increased agricultural
production.

Students explain the conditions
that would have to be met to
increase cereal production in
Africa, the Middle East, and
South Asia.

Grades 11-12

O'
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Learning Standard 8: Places and Regions of the World. Students will identify and
explain the location and features of places and systems organized over time, including
boundaries of nations and regions; cities and towns; capitals and commercial centers;
roads, rails, and canals; dams, harbors, and fortifications; and routes of trade &nd inva¬
sion.
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Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students locate their
own community in
relation to important
geographical
features of Massachusetts.

PreK-2: Using photographs,
pictures, stories, and field trips,
students explore the question,
“How has my community changed
over time?”

Grades 3-4: Students locate their
school and their homes on a city or
town map, and write directions
explaining how to travel from
school to home.
They learn and locate
Massachusetts’ major cities.
Name and locate the states and
major cities of the United States.

From memory, students draw maps
of Massachusetts and the United
States and compare them to
standard maps.
They name and locate
the original 13 colonies.

They learn and locate
the major countries
of the world.

Students create maps of the world
showing national boundaries.

Students map the historical
migrations of the American
people.

Students compare patterns of
immigration in eastern and western
states during the 19th century.

They map the growth and
decline of empires.

Students map the conquests of
Alexander the Great and of the
Romans.

They map the diffusion of ideas
across regions of the globe.

Students make maps of the spread
of Judaism, Christianity, Islam,
Hinduism, and Buddhism from
their origins to the present.

Grades 5-8

Learning Standard Components
Grades 9-10

Examples

Students understand
how regions may be
identified by economic activities.

Students analyze relations
between agricultural and
commercial sectors in a
particular nation.

They consider
historical and contemporary
world events using evidence from
maps, globes, and other
geographic data.

Students analyze the geo¬
graphical aspects of the
conflicts in the former Yugo¬
slavia.

Grades 11-12
Students recognize
geographic factors in political
decisions.

Students examine the factors
in Hawaii’s decision
to seek statehood.

They understand
geographic factors in
economic development.

Students describe and
explain the development
of Route 128 since 1950.
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Learning Standard 9: The Effects of Geography. Students will learn how physical
environments have influenced particular cultures, economies, and political systems, and
how geographic factors have affected population distribution, human migration, and other
prehistoric and historical developments, such as agriculture, manufacturing, trade, and trans¬
portation.
Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
PreK-2: Drawing on personal
experiences and reading,
students discuss the possible
reasons for a family’s decision
to move.

Students understand
reasons why people move from
one place to another.

Grades 3-4: Students study
farming in Massachusetts and
make a list of the important
requirements of the industry.

Grades 5-8
Students understand
how physical characteristics,
transportation routes, climate, and
specialization influenced the variety of
crops, products, and industries and the
general pattern of economic growth in
Massachusetts.

Grades 5-6: Students describe
how the geography of Massachu¬
setts influenced the location of
communities, the forms of shel¬
ter, and the economic life of Na¬
tive Americans and English set¬
tlers in the 17th century.
Using maps, climate data, narra¬
tives, pictures, and archaeologi¬
cal data, students explain how
geography shaped continental
movements of Native American
groups, 1600-1800.

Students recognize
the settlement patterns,
migration routes, and cultural
influence of racial, ethnic, and
religious groups.
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By interviewing parents, older
friends, and relatives, and by
reading primary sources such as
newspapers, students gather in¬
formation on how and why the
ethnic composition of some
neighborhoods in their city or
town has changed since the
1940s.
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Learning Standard Components

Examples

Grades 5-8 (continued)
Students understand
the reasons for the distribution
of cities over a region.

Students locate the major
cities in ancient history on a
map of the Mediterranean, and
hypothesize reasons for their
locations.

Students understand
how technology has increased
human capacity for modifying the
environment and acquiring resources,
and analyze the impact of increased
technology on the environment.

Students show how water was
managed in Egyptian and
Mesopotamian civilizations, in
prehistoric Pueblo cities of the
Southwest, and in modem
agriculture.

Students leam the relationships
between locations of resources and
patterns of population distribution.

As they study ancient
civilizations, students make
maps that indicate archaeo¬
logical sites in relation to
bodies of water.

Students recognize, locate, and
describe major changes in
national boundaries and names
brought about by the outcomes
of war, revolution, and independence
movements.

Students create maps
showing the changes in
country names and borders
in Africa since World War II.

Students understand the
importance of geographic factors
in military decisions and outcomes.

Students explain the role of
topography, waterways,
distance, and climate in the
major turning points for the
contending forces in the two
World Wars.

Grades 9-10
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Examples

ns
Grades 11-12
Students understand how
geography and climate
affect the development of
social, economic, and
political patterns of human life.
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Students describe the physical
geography of South and
Central America and the
Caribbean, and explain its
effects upon social and eco¬
nomic life, and trade with the
United States.
Students describe and explain
the reasons behind major 20th
century population shifts
among the regions of the
United States.
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Learning Standard 10: Human Alteration of Environments

Learning Standard 10: Human Alteration of Environments. Students will describe the
ways in which human activity has changed the world, such as removing natural barriers;
transplanting some animal and plant species, and eliminating others; increasing or decreas¬
ing natural fertility of land; and the mining of resources. They explain how science, tech¬
nology, and institutions of many kinds have affected human capacity to alter environments.

PreK-4

Learning Standard Components
(Core Knowledge and Skills)

Examples

Students leam the native
and non-native species in
Massachusetts domesticated
and wild, and describe the
natural resources of New England.

Students leam from stories
about how and why species
were introduced to the New
World.
Students leam stories about
how Indians and European
settlers learned to exploit the
natural resources of New
England.

Grades 5-8
Students recognize the intended and
unintended consequences of
technological advances on the
environment.

Students examine social and
environmental changes brought
about by the technological
advances in transportation,
food production, and preserva¬
tion in the 19th century.

Students understand economic
and social changes that affect the
physical world and evaluate efforts
to manage their consequences in
developed and less developed regions
of the world.

Students describe the environ¬
mental changes caused by rapid
urbanization in selected devel¬
oping countries, explain
resulting social problems, and
consider possible solutions for
the future.

Grades 9-10

Grades 11-12
Students evaluate the economic,
social, and ecological impact of
governmental environmental policies.

Students describe and explain
the impact of policies such as
fishing and timber cutting
restrictions.
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Learning Standard 1 IrFundahieitial Etoitomic Concepts

Strand Three: Economics
Learning Standard 11: Fundamental Economic Concepts. Students will understand
fundamental economic concepts, including choice, ownership, exchange, cooperation, com¬
petition, purposive effort, entrepreneurship, incentive, and money.

Learning Standard Components
(Core Knowledge and Skills)
PreK-4

Examples

All of these should be taught through stoies (e.g., fairy tales, historical events) and
without specialized vocabulary.

Students understand how natural
limits require people to choose
among conflicting goals.

PreK-2: Students learn and explain tradiional stories and popular sayings (“You
can’t have your cake and eat it too”; “A
stitch in time saves nine”) that embody
economic reasoning.

They understand differences between Students discuss when characters in sto¬
ries are working or playing.
work and play.
They understand how natural limits favor Students study tasks that are impossible
to accomplish individually, such as mov¬
people working together.
ing a heavy stone to build a pyramid, and
discuss proverbs such as “Many hands
make light work ”
They understand that some tasks are bet¬ Students discuss proverbs such as “Too
ter accomplished by individuals working many cooks spoil the broth, and are as¬
signed for a group task something that is
alone.
best done individually.
They understand that some work is accom
plished only when an individual takes
initiative.
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Students discuss stories about situations
that seem unresolvable until an indi¬
vidual takes initiative.
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Learning Standard IT:

Concepts

Learning Standard Components

PreK-4 (continued)
Students understand that there is often
more than one way to accomplish a goal,
and that people can compare the ways and
choose the one that provides the greatest
benefit.

Examples

Students compare the advantages and
disadvantages of different methods of
allocating various goods and services,
such as cookies, or student time on
playground equipment at recess.

They understand that people can
work together in different ways to
accomplish different goals.

Student identify producers of five
different types of goods and five
different types of services in their
community.

They understand how both parties to
a transaction may benefit.

Students describe a trade they have
made, as in collecting cards or
stickers or stamps or coins, and
explain why they agreed to trade.

They understand differences between
possessing things and owning them.

Students explain that books
borrowed from the library still are
owned by the library.

They understand gradations and
variations in ownership.

Students explain how two people can
own one thing.

They understand the concept of
incentives.

Students discuss the costs and
benefits of reading a book, the
rewards and punishments for
returning library books when they are
due or late, and the incentives to sub¬
mit homework assignments on time.

They understand the idea of money.

Grade 4: Students explain saving
money and earning interest and
borrowing money and paying interest.

They understand that money makes
trading and saving easier.

Students list five goods and services
they want, and describe ways of
obtaining these goods and services,
without using money. Then explain
why using money makes it easier to
get the same five items.
Students demonstrate their under¬
standing of money as a “store of value”
in responding to the following: A
tomato farmer wants to save money
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Strand Three Economics
Learning Standard It: Fuitdametiiat Economic Concepts

Learning Standard Components

Examples

PreK-4 (continued)
for his five-year old daughter’s college
education. Why is he better off
selling his tomatoes for money and
saving the money than he would be if
he saved tomatoes to exchange for his
daughter’s tuition when she reached
age 18?

Grades 5-8
Students name, define, and use
correctly the common terms of
economic life.

Students show practical use of terms
such as goods and services; natural
human, and capital resources; scar¬
city, production, distribution, con¬
sumption; consumer, buyer, producer;
product, seller, labor, wage, salary,
competition, money, wealth, capital,
income, profit, loss, supply, and
demand.

Students understand basic ideas of
financial record keeping.

Students keep track of their expenses
in a one-month period, compare it to
their income, and project a monthly
budget in which their expenses will not
exceed their income.

They understand how financial
record-keeping is applied by business.

They analyze simple profit and loss
statements to see that profits are
earned when total revenues exceed
total costs.

Students understand that individuals
or organizations working separately—
in competition with one another—lower
costs and prices, encouraging producers
to produce more of what consumers are

Students explain how the opening of
a second pizza shop in a small
community or neighborhood affects
prices, service, and quality.

willing and able to buy.
They understand differences
between individual and institutional
aims of economic activity; they understand

Students explain why government
prohibits some behavior which would
be profitable to individuals.

differences between private and
government interests in economic
activity.
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Learning Standard 11: Fundamental Economic Concepts

Learning Standard Components

Examples

Grades 9-10
Students name, define, and use correctly

Students show practical use of

the common terms used to discuss

terms such as Gross Domestic

a national economy, relating them to
historical and contemporary events.

Product, Consumer Price Index,
national income accounting, inflation,
deflation, depression, recession,
interest rates, exchange rates, balance
of payments, fiscal and monetary
policy, and balanced budget.

Students describe differences
among national economies.

Students gather data on Gross
Domestic Product for the U.S.,
Japan, Brazil, and South Korea and
identify relationships between GDP
and standards of living.

Students describe factors affecting
the behavior of a market.

Students track changes in the value
of three different foreign currencies
over six months and attempt to find
explanations for changes.

Students understand that interaction
between buyers and sellers can affect
market prices and allocation of scarce
goods and services.

Students identify examples of products
for which the price fell because
sellers were unable to sell all they had
produced; identify examples of other
products for which the price rose
because consumers wanted to buy
more than producers were producing.
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Learning Standard Components

Examples

Grades 11-12
Name, define, and use correctly the com¬
mon terms used to discuss contemporary
economics.

Students show practical use of terms such
as Federal Reserve Bank, central banks,
microeconomics and macroeconomics,
foreign trade, money supply, trade restric¬
tions, cost-benefit analysis, economic de¬
velopment, developing nations.

Students compare ways to save money.

Students examine differences between
accumulating, saving, and investing
money; and compare investments in tools,
education, and financial instruments.

Students compare ways to invest money.

In September each student invests a hy¬
pothetical $500 and makes a chart of
weekly earnings or losses. At the end of
the year, each student reports on the prof¬
its or losses. Students collaborate on a
report comparing the performance of the
stocks and mutual funds they have fol¬
lowed.
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Three Economics•-^vLearning Standard12: Economic Reasoning
Strand

T eaming Standard 12: Economic Reasoning. Students will demonstrate understanding
of supply and demand, price labor markets, the cost of capital, factors affecting production,
distribution, and consumption, relations among such factors, the nature of goods and ser¬
vices, incentives, financial markets, cost-benefit (including marginal cost-benefit) analysis,
fairness, and the value of trade.

Learning Standard Components
(Core Knowledge and Skills)

Examples
•XvXvXSS;XxXxXxX;X;Xx*x'Xv!;XvX;X;XvX;XvXxXv.;.;.;.; ;X;X;X;X;XvX;XvX;X:*X.X*X;XvX;X;X;.;X;Xx"x%*X*X":

! All these should be taught through stories
I (e.g., fairy; tales, historical events) and
\ without specialized vocabulary.

PreK-4

Students understand that some things can | Students discuss things that can be pur| chased with money (e.g., food) and things
be bought and sold and others cannot.
I that cannot (e.g., people).
They understand differences between the
price of something, its intrinsic worth, and
its value to particular people.

Students explain the relation of scarcity to
price, as when people would be willing to
pay more for diamonds than for water, and
when they would pay more for water than
for diamonds.

They understand that price may be deter¬
mined by bargaining.

Students listen to and discuss stories about
people bargaining (e.g., “Jack and the
Beanstalk”).

They understand difference between the
price someone pays to buy a good or ser¬
vice and the cost of making or providing it.
Students learn that demand can affect
price.

Students compare the costs a farmer incurs
to raise a crop and the price the crop sells
for.
Give each student a small tied baggie of 5
M&Ms—the “money.” Present a fixed
supply of Rolos to be sold off. Ask how
many students are willing to buy a Rolo
for a “price” of 1 M&M. Put the answer
on a sideways bar graph. Continue raising
the “price,” and graphing the answers, un¬
til a market-clearing “price” is established.
Untie the baggies, execute the sales and
consume the goods (including the
| “money”).
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Learning Standard Components

Examples

Grades 5-8
Students explain law of supply and de¬
mand.

Students explain how an increase in the
supply of wheat can cause a decrease in
the price of bread.

Students explain how labor markets
work.

Students analyze the “help wanted” pages
I in the newspaper.

Students explain why it costs money to

Students discuss the various ways a bank
might use the money it holds.

borrow money.
Students explain how someone running
a business thinks about the cost of
money.
Students evaluate the advantages of dif¬
ferent kinds of distribution
channels.

They explain why the purchase of a car to
use for delivering pizzas may be less at¬
tractive when interest rates are higher.
Students discuss advantages and disadvan¬
tages for a producer of selling door-todoor, to a retail shop, through the mail, to
a distributor, locally, across the country,
and overseas.

Grades 9-10
Students identify elements of produc¬
tion, distribution, and consumption.
Students explain relations among pro¬
duction, distribution, and consumption.

Students identify these elements in the
economy of 16th century Venice.
Students explain relations among these
elements in the economy of 16th cen¬
tury Venice.

Students trace relations among sectors
of an economy.

Students describe the scale of produc¬
tion in different societies.

Students explain how transportation
systems affect farmers’ choices about
what crops to plant.
Students compare subsistence farming,
subsistence farming that produces sur¬
plus sold at market, cash crop farming,
and industrial farming.

)8

v.v.v.v.v.v.v.v.;

Learning Standard 12: Economic Reasoning

Learning Standard Components

Examples

Grades 11-12
Students explain the economic reasoning
behind hedging, i.e., protecting one’s
interests if things do not go as one expects.

Students examine how a farmer guards
against fluctuations in the price of
crops.

Students understand that changes in supply
or demand cause prices to change; in turn,
buyers and sellers adjust their purchase and
sales decisions.

Students identify products that have
become more or less expensive
compared to other products as a result
of changes in supply and demand.
Using line graphs of supply and
demand for a particular product, they
explain how the price changes affected
production and consumption decisions.

Students explain how monopolies work
and how they differ from competitive
markets.

Students compare the history of the
telephone industry with the cable
television industry.

Students explain various types of taxes,
their aims, their costs, and their
benefits.

Students debate advantages and
disadvantages of raising revenue
through sales, income, or inheri¬
tance taxes. They explain how entre¬
preneurial activity is affected by taxes
on income from profits and capital
investment.

Students explain reactions to inflation
in various sectors of the economy.

Students compare the situations of
people who have mortgages to people
who rent; those who earn most of their
income from wages, investments, or
fixed pensions.
For each of the following cases,
students tell who would be harmed by
an unexpected 10% inflation rate,
who would benefit, and explain why:
1) Mike’s retirement income is
$24,000 a year; 2) Bonnie borrowed
$5,000 last year and must pay it back
at the end of this year; 3) John lent the
$5,000 to Bonnie last year and will be
paid back at the end of this year; and
4) Bob and Mary bought several
houses as an investment 10 years ago,
and now they plan to sell them.
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i Learntng Standard 12r Economic Reasoning

Examples

Learning Standard Components
Grades 11-12 (continued)
Students explain cost-benefit analysis.

'fllP

Students compare the costs of a luxury
car to the benefits that it provides to the
purchaser.

Students apply the concepts of marginal
Students explain marginal cost-benefit
benefit and marginal cost to evaluate
analysis, whereby effective decisions
proposals for a pollution control ordinance
are made by comparing the additional
costs of alternatives with the additional; aimed at maximizing economic efficiency.
They then select the best proposal and
benefits.
explain the evidence for concluding that it
is best.

Students understand the basics of
running a business.

Students collaborate to write a business
plan. They decide how many workers to
hire for a profit-maximizing car wash by
comparing the cost of hiring each
additional worker to the additional
revenues derived from hiring each
additional worker.
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Strand Three Economics
Learning Standard & American and Massachusetts Economic History

Learning Standard 13: American and Massachusetts Economic History. Students will
describe the development of the American economy, including Massachusetts and New
England, from colonial times to the present.

Learning Standard Components
(Core Knowledge and Skills)

Examples

Grades PreK-4
Students understand technological
progress.

Students learn stories that show some
things have to develop in sequence, e.g.,
people must control fire before they can
make metal, and must make metal before
they can plow effectively.

Students understand population growth.

Students read stories that show there were
far fewer people in the past and that
growth of population allowed for new oc¬
cupations.

Students understand that pursuit of eco¬
nomic opportunity often required people
to make journeys and to establish new
homes.

Students read biographies of people who
left home to find new work.

Grades 5-8
Students describe the stages of economic
change in New England from the 1600s
to the present.

Students draw timelines of New England
industries: fishing and farming in 17th
century; textiles and whaling in 18th cen¬
tury; large-scale manufacturing in 19th
and early 20th centuries; and recent em¬
phases on technology, education, tourism,
and health care.

Students describe effect of changing
modes of transportation and communica¬
tion on the distribution of goods and ser¬
vices.

Students trace connections between
coastal, road, canal, railroad, and airtrans¬
port and rise and fall of Massachusetts
towns and industries.

Students describe differing views of how
government may affect an economy.

Students explain conflicts between
Jefferson and Hamilton on the relation of
government to the economy.

Students analyze the effects of American
inventions on the U.S. economy in the 18th
and early 19th centuries.

Students examine the effect of the cotton
gin and interchangeable parts manufactur¬
ing on American trade and the develop¬
ment of New England industry.

/
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Examples

Learning Standard Components

Grades 9-10
Note: American history' is not required,
though it may be taught, in 9th and 10th
grades. The world history' and geogra¬
phy sequence, however, provides some
areas of important background to the
American economy.
Students explain the development of coinage and currency.

Students examine the role of coinage in
I the Roman Empire.
Students compare the fall of Rome to the

Students understand how war and politi¬
cal instability affect economic develop¬

rise of Islam.

ment.
Students explain systems of inheritance,

j

Students describe the economics of the

I

slave trade.

I African states in the slave trade.

Students examine how property was trans¬
mitted in feudal society.
Students

examine the role of European and

Students describe the rise and fall of in¬
ternational trading patterns and markets.

Students examine China’s overland silk
trade, and England’s position in 18th and
19th century overseas trade.

the economics of World

Students examine Lend/Lease and the
Marshall Plan.

Students describe

Warll.

Students describe the rise and fall of par- Students compare economies in Eastern
ticular national economies.
! and Western Europe since 1945.
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Strand Three Economics
Learning Standard 13: American and Massachusetts Economic History

Examples

Learning Standard Components

1
Grades 11-12
Students describe the rise and fall of par- j
ticular industries.

Students examine such New England in¬
dustries as shoe manufacture, whaling, and
biotechnology.

Students describe the effects of slavery on
the U.S. economy in the 19th century.

Students report on segments of the
economy in the North and South during
the antebellum period and Reconstruction.

Students describe how the state and fed¬
eral governments encouraged business ex¬
pansion in the 19th century.

Students examine tariffs, banking, land
grants, franchising, railroad subsidies,
taxation, and labor policies.

Students describe the new industries,
manufacturing techniques, and lending
practices of the early 20th century.

Students examine the rise of the automo¬
bile industry, assembly-line manufactur¬
ing, and the creation of the Federal Re¬
serve Bank.

Students describe the causes of the Great
Depression.

Students distinguish between initial causes
and factors that prolonged the Depression.

Students describe the rise of government
economic and social policies intended to
alleviate poverty.

Students examine the Works Progress
Administration, Social Security, the Great
Society, and 1980s deregulatory policies.
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Learning Standard 14: Today’s Economy.

Students will describe the distinctive
aspects of the contemporary economy of the United States and the world.

Learning Standard Components
(Core Knowledge and Skills)

v.v
v.v

Examples

V

PreK-4
Students understand that some things are
made locally, some elsewhere in the U.S.,
and some abroad.

Students discuss where their favorite
fruits, vegetables, clothing, and toys come
from.

Students understand obsolescence: things
wear out or need to be replenished at dif¬
ferent rates.

Students discuss what happens when
things wear out and how long each item
mentioned in a story is likely to last be¬
fore it has to be replaced.

Students explain why traders and explor¬
ers in the past were willing to go great dis¬
tances and overcome obstacles.

Grades 3-4: A student reads a biography
of Marco Polo, traces his journey on a
map, and creates a display about the goods
that he discovered or traded in his travels.

Grades 5-8
Students describe international trade in
Massachusetts.

Students describe Massachusetts’ trade
with foreign countries in the 18th and 19th
centuries.

Students describe the role of information
in the contemporary economy.

Students discuss how the Internet, newspapers, and television affect business de¬
cisions.

Students describe how the pace of eco¬
nomic transactions has quickened.

Students discuss how many transactions
take less time today than in the past.

Students explain differences and similari¬
ties between producing for local and for
international markets.

Students discuss changes a Massachusetts
computer manufacturer might make in
products to be sold in Vietnam.

Students describe the changing role of la¬
bor in the global economy and the rise of
service industries.

Students discuss the rise and fall of mem¬
bership in American trade unions in rela¬
tion to new technology and global mar¬
kets.
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Learning Standard 14: Today’s Economy

Learning Standard Components

Examples

Grades 9-10
Students explain how government policies
foster or inhibit various kinds of interna¬
tional trade.

Students discuss how a tariff on olives
might have affected Roman olive oil pro¬
ducers and foreign olive growers and com¬
pare how a tariff on imported cacao beans
affects the production of chocolate candy
in the United States and how it affects
people in the cacao-growing countries.

Students explain the effects of interna¬
tional trade on domestic employment, in¬
come, and price level and understand that
economic conditions and policies in one
nation affect economic conditions and
policies in other nations.

Students discuss the textile, shipbuilding,
and arms industries in the 18th century.
In the context of current events, they ana¬
lyze the following scenario: the United
States allows Taiwan to export shirts to this
country without placing a tariff on the
imports. The Taiwanese can produce shirts
at half the cost of shirts produced by
American manufacturers. What groups in
the United States and in Taiwan will be
helped and what groups will be hurt if the
United States continues the present freetrade policy toward Taiwan?

Students explain comparative advantage.

Students discuss why the automobile in¬
dustry declined in France but flourished
in Japan in the 20th century. They apply
the concepts of opportunity cost and com¬
parative advantage to the following prob¬
lem: The Netherlands can produce in one
day either four drill presses or eight em¬
broidered tablecloths. Using the same
amount of resources, Portugal can produce
either two drill presses or seven embroi¬
dered tablecloths. Which country should
specialize in drill presses and import table¬
cloths, and why? Which country should
specialize in tablecloths and import drill
presses, and why?

Grades 11-12
Students describe the relationship be¬
tween trade balance and capital flow.

Students compare the balance of trade be¬
tween the U.S. and China, and the flow of
international capital of each. They exam¬
ine how a nation pays for its imports, as
with exports and borrowing.

Students describe international lending
and investment.

Students compare the actions of private
banks and international agencies such as the
World Bank in fostering development in
Zimbabwe.
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Learning Standard 15: Theories of Economy ^
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Economics Strand
Learning Standard 15: Theories of Economy. Students will describe and compare the
major theories of economy, and will identify the individuals and historical circumstances
in which these theories were developed.
..
Learning Standard Components
(Core Knowledge and Skills)
PreK-4
Students understand the causes and ef¬
fects of divisions of labor by sex, class,
and skill.

Students understand differences between
the economic effects of individual
choices and government policies.

Grades 5-8
Students distinguish between money
and barter economies.

Students explain the relationships
among the elements of the United
States economy.

Examples

Students listen to and discuss stories that
point out that in most historically-known
societies, men and women generally were
required to pursue different occupations;
that many societies are based on groups
of people who pursue different occupa¬
tions; and that differences in skill also lead
to different occupations.

Students contrast situations shaped by in¬
dividual decisions with those shaped by
group decisions.

Students read about societies without
money and discuss what Americans would
have to give up if they had to barter for all
their needs.
Students examine how private property,
banking, contracts, labor agreements, fed¬
eralism, and environmental regulations in¬
teract.
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Learning Standard Components
Grades 9-10
Students describe how feudalism, mercan¬
tilism, communism, capitalism, and freemarket economies have operated and how
participants in these systems would de¬
scribe them.

Examples
;:

.
Students read and analyze excerpts from
the writings of important defenders and
proponents of these systems.

Students describe the criticisms of these
systems made by their opponents.

Students read and analyze excerpts from
the writings of important critics of these
systems.

Students analyze historical cases of each
system.

Students examine feudalism in medieval
Europe; mercantilism in the 18th century;
Soviet communism; and capitalist and
other free-market societies.

Grades 11-12
Students analyze social and political con¬
sequences of economic systems.

Students compare the economic and po¬
litical system of the United States with
those of other nations, and evaluate these
systems in terms of:
•
the degree of governmental control
over the economy;
•
entrepreneurship, labor, productivity,
health, and standards of living;
• the extent of individual political
freedom.

Students analyze differences among freemarket economies.

Students compare Canadian and U.S. tax
systems; or labor relations in England and
Germany.

Students understand how economic sys¬
tems can combine elements of free mar¬
kets and government regulation.

Students explain the government’s mon¬
etary role in pollution control, vaccina¬
tions, and medical research. They recom¬
mend what the government’s role should
be in these areas.
Students assess evidence in a particular
locale for and against removal of rent con¬
trols. Also, they explain who would gain
and who would lose as a result of a 10%
ceiling on credit card interest rates.
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Strand Four Civics and Government
Learning Standard 16: Authority, RespotisibitifyW^
Strand Four: Civics and Government
Learning Standard 16: Authority, Responsibility, and Power. Students will explain
forms of authority in government and other institutions; explain purposes of authority and
distinguish authority from mere power, as in “a government of laws, but not of men”; and
describe responsible and irresponsible exercise of both authority and power.
Learning Standard Components
(Core Knowledge and Skills)
PreK-4
Students learn school and classroom
rules and individual responsibilities:
• who makes rules;
• reasons for specific rules;
• comparisons with rules at home
and in going to and from schools;
• why rules apply to all.

Examples

PreK-2: As they read stories, such
as ‘‘The Boy Who Cried Wolf,”
students describe interactions of
characters and explain differences
between fair and selfish charac¬
ters.
Grades 3-4: Students write short
essays explaining specific school
rules or traffic and pedestrian
laws; read biographies of govern¬
ment or civic leaders and describe
their responsibilities, exercise of
authority, and contributions.
Students describe authority and
responsibilities of custodians,
teachers, librarians, principals,
public servants, and historical
figures in government and other
walks of life.

Grades 5-8
Drawing on Core Knowledge in
History, students:
• identify elected and appointed
officials and their authority and
responsibilities;
• leam laws that specify duties
and limits to authority of public
servants;
• leam the nature, purposes,
and limits of majority rule;
• describe and compare
legitimate exercise of authority,
abuse of office and power,
historical effects of and public
responses to each.

Students correspond with elected
or appointed officials, asking
how and why they have applied
their authority to specific
problems.
Students research the differences
between a government of laws
and a government of men and
assess the reasons historically
given for each.
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Examples

Students explain how and why, in
various stages of the French
Revolution, power shifted from
moderates to extremists, and
• compare democracy with tyranny;
describe and appraise government by finally into the hands of the
military dictatorship of Napoleon
the one, the few, and the many, and
Bonaparte.
their consequences;
Drawing on Core Knowledge in
History, students:

They explain the spread of
democratic and constitutional
government in the 20th century,
along with obstacles to its
advance.

• describe relations among govern¬
mental authority, social justice,
individual liberty, and public safety.
• compare and contrast ways of life
under limited and unlimited
government in specific times
and places.

Grades 11-12
Drawing on Core Knowledge in
History, students:
• describe, analyze, and appraise uses
of governmental authority to alter
social conditions, such as labor laws
that legalized union organizing,
collective bargaining, and
democratic voting in workplaces.

As they study the Holocaust,
students explain the irreconcil¬
ability of unlimited government
power with justice. Returning to
consideration of governments and
laws and of men, they explain
and appraise Lord Acton’s
assertion, “Power tends to
corrupt, and absolute power
corrupts absolutely.”

Students describe the part of
government in the 20th century
gains in power made by women,
minority groups, and grassroots
movements, and explain the
political and economic condi¬
tions, leaders, and methods
aiding their causes in the United
States.
Students explain the imbalance
between the political power of
American workers and their
employers up to the 1940s,
despite universal manhood
suffrage, and explain subsequent
steps by government to redress
that imbalance.
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Learning Standard 16: Authority, Responsibility, and Power

Learning Standard Components
Grades 11-12 (continued)
Distinguish right from power and
assess the assertion “might makes
right.”

Examples

Students prepare a report on the
incidence of violent crime in
Massachusetts since 1975 and
consider the merits of specific
laws and policies intended to
reduce violent crime.

~KT
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Strand Four Civics and Government
Learning Standard 17* The Founding

Learning Standard 17: The Founding Documents. Students will learn in progres¬
sively greater detail the content and the history of the Founding Documents of the United
States—the Declaration of Independence, United States Constitution, and selected Feder¬
alist papers (as required by the Massachusetts Education Reform Act of 1993). They will
assess the reasoning, purposes, and effectiveness of the documents; and, similarly, ele¬
ments of the Constitution of the Commonwealth of Massachusetts.

Examples

Learning Standard Components
(Core Knowledge and Skids)
PreK-4
Students learn appropriate classroom
conduct, such as sharing, taking turns
(and related habits that implicitly involve
treating others as equals, irrespective of
individual differences.)

PreK-2: As they read stories,
such as the “Ugly Duckling,”
students discuss how everyone
feels when treated badly or
unfairly.
Grades 3-4: Students read
biographies of women and men
who have contributed to the
cause of equal rights for all;
leam to recognize them in
pictures; write essays on their
sacrifices, achievements, and
perseverance against obstacles.

As developmental^ appropriate, students
learn of efforts by individuals and groups
to secure fair and equal treatment for
everyone and efforts of others to thwart
justice.

4-

Grades 5-8
Students identify authors and other key
figures in drafting and signing the
Declaration of Independence, and in
drafting and ratifying the United States
Constitution:
• They describe the circumstances in
which each was written and the basic
content of each document.
• They explain the meaning of “all
men are created equal,” the differences
between granting rights and securing
them, the relations between “just
powers” and “consent of the governed,
and the principle of separation of
powers and checks and balances.

As they leam the elements of the
Declaration of Independence,'
students study John Trumbull’s
painting, “The Declaration of
Independence” (reproduced on
the reverse side of the two-dollar
Federal Reserve Note or “twodollar bill”); explain that the
painting does not depict the
signing of the Declaration; and
identify the persons depicted in
the painting and their respective
parts in the drafting and adop¬
tion of the Declaration of
Independence.
As students memorize the
Preamble, they explain the
meaning of each reason given
for ordaining and establishing
the Constitution.
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Students compare the Preamble and se¬
lected portions of the Charter of the
Drawing on Core Knowledge in
United Nations, and one or more twen¬
History, students:
tieth century constitutions, to the U.S.
• describe influences of the Founding j Constitution. In studying world history
Documents on other declarations of j and current events, they write essays on
the extent to which human rights are
rights and constitutions since 1789;
secure in specific places.
• leam of differing views of human
nature, legitimate authority, purposes j
of government, and regard for human j
rights in world history and in
contemporary nations.

Grades 9-10

w!v>v

Grades 11-12
Students acquire in-depth understand¬
ing of the Founding Documents,
including selected Federalist papers
and Anti-Federalist positions, key
addresses and papers by political and
civic leaders, and changes in law
designed to fulfill more justly the
promise of the Founding Documents.

Students explain the ideals of
human dignity and the rights
of individuals fundamental
to the arguments of the
Declaration of Independence.

As they restudy the Declaration of In¬
dependence line by line and portions of
the Constitution, including the Bill of
Rights, students write essays and make
presentations on selected Federalist pa¬
pers, assessing their arguments. (Papers
assigned by teachers might include: Fed¬
eralist 1 on the plan of the papers; Fed¬
eralist 10 and 51 on human nature, the
meaning of “faction,” the means of
avoiding the worst effects of faction, in¬
cluding violence and both majority and
minority tyranny, and the ultimate pur¬
pose of government and civil society;
Federalist 14 on the value of union; Fed¬
eralist 23 on the need for a strong cen¬
tral government; Federalist 39 on the
meaning of “republic”; Federalist 47
and 48 on reasons for the necessity of
separation of powers; Federalist 57,62,
70 and 78 on the House of Representa¬
tives, Senate, the executive branch, and
the judiciary, respectively; and Feder¬
alist 84 on the question of the need for a
Bill of Rights.) Students also discuss
reasons given for opposition to ratifica¬
tion of the U.S. Constitution.
Students describe in detail relationships
between the arguments of the Declara¬
tion of Independence and the content of
Lincoln’s Gettysburg Address, and write
essays on the question of whether a na¬
tion “conceived in liberty and dedicated
to the proposition that all men are cre¬
ated equal can long endure.”
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Learning Standard 18: Principles and Practices of American Government. Students
will describe how the United States government functions at the local, state, national, and
international levels, with attention to the Constitution of the Commonwealth of Massa¬
chusetts, its Declaration of the Rights of the Inhabitants, and the basic elements of its
Frame of Government; analyze the background and evolution of constitutional and demo¬
cratic government in the United States to the present day; and explain the place of institu¬
tions of government in securing the rights of citizens.

Learning Standard Components
(Core Knowledge and Skills)

Examples

PreK-4
Students identify patriotic symbols,
pledges, songs, portions of speeches
and documents, poetry, such as:
• American and Massachusetts flags;
• Pledge of Allegiance;
• “The Star Spangled Banner.”

PreK-2: Students describe
historical figures, holidays,
and monuments that have to
do with people’s quests for
freedom, justice, equality, and
self-government.

They explain the meaning of the words,
symbols, and ideas in the songs,
pledges, texts.

Grades 3-4: In their music
class, students research the
origins of several American
patriotic and folk songs, then
sing and play them on instru¬
ments; memorize and discuss
poems, parts of speeches and
documents; and write poems.

Grades 5-8
Students describe how the ideals
expressed in key documents relate to
the structures, functions, and powers
of national, state, and local governments,
including:
• the division of powers among levels
of government;
• the units of Massachusetts government
—cities, towns, counties, and regional
authorities;
• the election and appointment of
officials;
• the history and practice of the town
meeting form of local government.

Students debate opposing
arguments of the Federalists
and Anti-Federalists during
the struggle for ratification of
the Constitution.

Students read portions of the
Massachusetts Constitution
and explain their applications
in state government today.
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Learning Standard 18: Principles and Practicetbf American Government

Learning Standard Components

Examples

Grades 5-8 (continued)
Students describe the establishment
of the judicial system in the United
States and Massachusetts Constitutions,
including:
• the organization and jurisdiction
of the courts;
• the process of judicial review;
• the process of criminal and civil suits;
• the process of the juvenile justice
system in Massachusetts.

Students visit a local court and in¬
terview judges and lawyers about
their authority and responsibilities.

Students compare the election process
at the national, state, and local levels of
government.
They describe the process of:
• nomination and promotion of
candidates for elective office;
• the role and functioning of
the Electoral College;
• similarities and differences among
the major political parties.

Students hold a mock election in
their school and compare the re¬
sults with those of their commu¬
nity.

Students describe and evaluate data and
materials related to voter turnout,
media coverage and editorializing,
campaign advertising, campaign

Students collect data on campaign
financing in the nation, state, city,
and town and estimate how much
money is spent nationally on po¬
litical campaigns in a presidential
election year.

financing.
They compare the policy-making
process at the national state, and
local levels.
They describe and compare:
• the basic legislative process at all levels
• the interaction between chief
executives and legislative bodies;
• the role of political parties;
• how lobbyists, academics, individuals,
private foundations, cultural, ethnic,
and other interest groups, and the media
can influence policy-makers and
legislative agenda;

Students in a school district gov¬
erned by a town meeting study that
form of government. They partici¬
pate in a mock town meeting in
which they prepare, debate, and
vote on warrant articles. They in¬
terview town meeting members
and local government officials
about the process, and attend town
meeting sessions to document how
issues are presented, debated, and
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Learning Standard Components

Grades 5-8 (continued)
• effects of the media on public
opinion and public policy;
• the function of departments, agencies,
and regulatory bodies.

Examples

resolved. They then compare this
local process with descriptions
and analyses of the legislative pro¬
cess at the state and national level.

Students understand tensions over the
Constitution and the Bill of Rights
in history.

Grades 9-10
Drawing on Core Knowledge in
History for this and earlier grade
spans, students trace the origins
and shaping of western democracy.

Students explain the degree to
which the provisions of the Con¬
stitution and the Bill of Rights
were overridden during the Civil
War, and the degree to which they
were respected under dangerous
conditions.

Students describe the influences
of the Magna Carta, Renais¬
sance, Reformation, Scientific
Revolution, and the Enlighten¬
ment on the evolution of demo¬
cratic and constitutional forms
of government.
They compare the fundamental
principles of American govern¬
ment and law to the
political philosophies of such
leading European political
thinkers as Hobbes, Locke,
Montesquieu, and Rousseau.

Grades 11-12
Students analyze and compare primary
source documents such as the Magna
Carta, English Bill of Rights, Mayflower
Compact, Declaration of Independence,
Articles of Confederation, Constitutions
of the United States and Massachusetts.

Students debate issues where the
ideals of liberty and equality may
conflict, and why such conflict is
natural in a democracy, and why
a measure of each is necessary to
preserve the other.

They understand the reasons for
the adoption of amendments to the
United States Constitution.
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Learning Standard Components

Grades 11-12
Students understand landmark
interpretations of the U.S. Constitution
and its amendments, including the '
importance of Marbury v. Madison,
McCulloch v. Mary land, Dred
Scott v. Sanford, Plessy v. Ferguson,
National Labor Relations Board
v. Jones & Laughlin Steel Corporation,
Brown v. Board of Education,
and Roe v. Wade.
They understand and analyze
political and legal issues in
contemporary American
society and how Supreme Court
decisions have affected these issues.

*

Examples

Students read and discuss portions
of the original decisions and opin¬
ions.

Students examine how the work of
individuals and organizations in¬
fluenced the achievement of equal
rights. They study the contribu¬
tions of African-Americans such
as Booker T. Washington, W.E.B.
DuBois, Ida B. Wells, A. Philip
Randolph, Martin Luther King, Jr.;
they study the actions of the
NAACP, the Freedom Riders, and
the effects of the Civil Rights laws
of the 1960s, and current cam¬
paigns for equal opportunities.
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Learning Standard 19: Citizenship

Learning Standard 19: Citizenship. Students will learn the rights and duties of citizens
and the principle of equal rights for all; consider the nature of civic virtue in a scho
community, a nation; and identify major obstacles and threats to civil right .

Learning Standard Components
(Core Knowledge and Skills)
PreK-4

Students learn that they are citizens
of their school, and the school’s
expectations of its citizens:
• how to give consideration to others;
• fairness;
• courage, as distinguished from
needlessly taking dangerous risks
or exposing others to harm;
• self-control and patience with
oneself and others;
• how to work effectively alone
and in cooperation with others.
They recognize and explain
individual conduct that makes
life better for everyone, and leam
of people whose contributions
deserve to be admired.

Grades 5-8
Students leam the
ways in which individuals
participate in the political process
and in civic life.

,

Examples

PreK-2: As students read stories
of girls and boys they would like
to know, they discuss their quali¬
ties and achievements, and how
they became who they are.
Grades 3-4: Students read biogra¬
phies of people who were involved
in conflicts over rights, such as
Abraham Lincoln, Susan B. An¬
thony, and Rosa Parks, and discuss
their contributions to justice and
the reasons their conduct has con¬
sequences. Students also write
paragraphs about people they know
and admire.

From their experience in classroom
and schoolwide deliberations, stu¬
dents explain the needs, both practi¬
cal and principled, for rules of order
in group discussion and for parlia¬
mentary procedure in legislative de¬
bate and votes.
They practice skills necessary for
participatory citizenship, such as
respecting the rights and privacy of
others, using the school library
properly, deciding when compro¬
mise is appropriate and when not,
and doing homework to prepare for
discussion of a problem to be
solved.
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Learning Standard Components

Examples

.

Grades 5-8 (continued)
Students understand
the relationship between
rights and responsibilities in a
democratic society.

Students hold a debate about the
meaning and implications of spe¬
cific Amendments in the Bill of
Rights for laws against public nui¬
sances, regulation of controlled
substances, and gun control legis¬
lation.

Students trace the development of the
idea of citizenship, with a focus on
ancient Greece and Rome, and the
American Revolutionary period, and the
history of opposition to universal
suffrage.
They identify the contributions of
leaders and people who made a positive
difference in the community, state,
nation, or world.

Students examine the courage,
conviction, and works of women
in the anti-slavery movement, fo¬
cusing on the life of Sojourner
Truth.

Grades 9-10
Students identify contributions of
citizens and civic groups to public
policy, legal reform, justice, and public
safety.

Students read and trace the history
of civil disobedience through the life
and work of Henry David Thoreau,
Mahatma Gandhi, and Martin
Luther King, Jr. They write essays
on the nature of civil disobedience
and the circumstances under which
civil disobedience is a) justified, b)
has a chance to be effective.
Students research and appraise the
position and reasoning of a citizens’
group in their community.

Grades 11-12
Drawing on Core Knowledge
in History, students describe and
appraise the current condition of
democracy and human and civil
rights in selected nations,
including the United States.

Students compare and contrast the
condition of civil rights and civic
life in the Soviet Union with condi¬
tions since the collapse of the So¬
viet Empire.
Students conduct research and
present reports on the power of the
Ku Klux Klan in the United States
in the 20th century.
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Learning Standard 20: Forms of Government. Students will study, compare, contrast,
and analyze diverse forms of government; the ways of life and opportunities they permit,
promote, and prohibit; and their effects on human rights. They will evaluate forms of
government in terms of justice, ordered liberty, efficiency, public safety, educational op¬
portunity, and economic and social mobility.

Learning Standard Components
(Core Knowledge and Skills)
PreK-4
Students learn to divide labor in
projects and to elect project group
leaders. They contrast electing
leaders with having the teachers
approve leaders, and compare
choosing their own groups with
being assigned to groups.

Cl VI <$ AND?*
GOVERNMENT

Strand Four
and Government T":
Learning Standard 20: Forms of Government

Examples

PreK-2: Students experiment with
making rules only by unanimous
agreement and also by majority
agreement, and consider the advan¬
tages and disadvantages of each.
Grades 3-4: Students read stories
and biographies of people living
under different kinds of political re¬
gimes, in different times, and write
essays on whether they would like
to live as those people lived.

Grades 5-8
Drawing on Core
Knowledge in History
for this and earlier
grade spans, students identify
the characteristics of a
democratic government.

Students explain Aristotle’s classi¬
cal formulation of the six forms of
government, and explain why he
held “polity” best, and what social
conditions he believed necessary to
maintain it.
Students discuss the Confucian
view of the virtues necessary in
rulers and their people to make any
form of government stable, just,
and effective.

Grades 9-10
Drawing on Core Knowledge
in History for this and
earlier grade spans, students
compare the U.S. political system
with those of major democratic and
authoritarian nations.

Students describe contrasts be¬
tween 17th century English and
French governments and explain
why “divine right” absolutism was
defeated by Parliamentary forces in
England and remained dominant in
France.
Students compare and contrast the
governments of East and West Ger¬
many during and after the Cold
War.
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Learning Standard Components

Exam pies

Grades 9-10 (continued)
Students recognize different
reasons for revolutions
in different times and plades.

Students identify, compare, and
distinguish major long and short¬
term causes for the French Revo¬
lution of 1789, the Chinese Revo¬
lution of 1911, and the Russian
Revolution, Spring 1917.

Grades 11-12
Drawing on Core Knowledge
in History of this and earlier
grade spans, students compare
and contrast the legitimacy
of various governments.

Students explain how post-World
War II American foreign economic
and military aid was aimed at sup¬
porting resistance to communism.

Students recognize and explain
instances in which the United
States has sought to create or
support democratic governments.

Students examine the part of the
United States in shaping and sus¬
taining the post-World War II gov¬
ernment and economy of Japan.
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X USING THE HISTORY ANP SOCIAL SCIENCE
CURRICULUM FRAMEWORK IN SCHOOLS
A curriculum framework is not a curriculum. It is a guide to the design of curricula
for schools framed in terms of Core Knowledge in subject areas or disciplines, Learn¬
ing Standards describing reasonable expectations for student learning in the grade
spans, and intellectual skills students must acquire to become independent learners.
The design of curriculum and the selection of patterns of instruction and methods of
teaching necessarily rest with schools and their teachers. By working together and
with partners in higher education, they can design and implement programs of study
for all their students that are coherent from grade to grade free of useless repetition,
but laced with provisions for progressively deeper and more sophisticated study of
subject matter.
Teachers at different grade levels need to know what they may expect of one another,
what their colleagues in different grades will try to accomplish with their students in
terms of Core Knowledge and skills of reasoning and research. No school can
succeed where teacher expectations of each other remain unclear.
0

By grades 3, 4, and 5, teachers should have the following expectations for students:
By the end of grade 3, students should listen with attention, speak
out clearly, write in readable script, do basic arithmetic, read for
understanding and memory, and put together simple timelines,
charts, and maps.
By the end of grade 4, students should know the keyboards and
basic functions of word processors; they should use common reference works such as dictionaries, encyclopedia, atlases, and al¬
manacs; they should be starting to take notes on their reading in
biographical and literary works significant to their studies.
By the end of grade 5, students should be competent in their use of
the library and word processor, able to collect and organize infor¬
mation relevant to topics assigned in the classroom and to write
coherent paragraphs and short essays on such topics. They should
distinguish between, and know how to use, primary and second¬
ary sources. They should consult manuals on English composi¬
tion. They should be able to construct substantial timelines, charts,
graphs, tables, and maps, and append explanations in their own
words.

THE A'sASS AC HUS ETT $ HI STORY AN D SOCIAL SCIENCE CURRICULUM FRAMEWORK

.

(*.yj;.*Av.v\v.

With such clear expectations, teachers can discern specific difficulties individual stu¬
dents are having and intervene early with extra instruction, so that the student’s later
schooling does not decline into repeated remediation and feelings of futility.
Obviously, students do not all mature and develop at the same pace—one of the rea¬
sons teachers need a strong repertoire of instructional methods—and few students
can make good progress without instruction, guidance, and encouragement at home.
Teachers and the parents of their students need to share clear and explicit mutual
expectations for student homework and student conduct at school. Schools do not
bring students to solid levels of accomplishment in a vacuum.
A.

Designing PreK-12 Curriculum
Every curriculum inevitably omits much important subject matter. The chal¬
lenge of curriculum design is not to cover everything worth studying. It is
rather, first, to avoid spending any time on the inconsequential and trivial; and,
second, to select material for inclusion that is directly relevant to the funda¬
mental aims of study in history and social science. The following questions
can serve as guideposts for teachers working together to design a coherent
PreK-12 curriculum:
• Does study of the topic contribute to any part of the goals expressed in the
framework’s Core Concept?
• Does the choice of topics for a grade level strengthen reflective thinking
and research skills?
• Is this choice consistent with the Core Knowledge and skills listed for the
grade span?
• Is this choice central to one or more of the Strands?
• Does it directly address one or more of the Learning Standards?
• Does it present facts and explain concepts in a matrix of history and social
science?
• Is it better than others might be in explaining insights of a given social sci¬
ence?
• Does it build upon and deepen, but not needlessly repeat, prior learning?
• Can it reinforce, or be enriched by, concurrent study of the arts and litera¬
ture, mathematics, languages, or science and technology?
• Does it help students address continuing themes and questions across the
grades?
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B.

Designing and Teaching Individual Courses
Teachers may find it helpful to ask the following questions as they work to¬
gether on the structure and content of individual courses, grade by grade:
• Is the course syllabus entirely clear about subject matter content to be learned,
skills to be acquired?
• Does the syllabus enable the teacher to give students a succinct initial over¬
view of the course? To describe straightforwardly what is expected of stu¬
dents?
• Does the syllabus include worthwhile homework assignments? Does it en¬
able in-class exercises and examinations that address both content and skills?
Does it make provision for students to write second and third drafts of their
papers?
• Does the course take advantage of opportunities for alliance with courses
and teachers in other subjects, such as English Language Arts?
• Is the promised course coverage likely to be achieved in the teaching hours
and homework time available?
• Has the selection of what to teach been shaped in light of content in earlier
courses and the likely content of courses to follow?
• Does the course schedule allow7 for needed review of critical ideas, events,
and institutions introduced in earlier courses?
• Are course topics chosen and shaped so that breadth of coverage permits
treatment of selected topics in real depth?
• Do the topics touch upon continuing themes and questions to be carried
across grades?
• Has it been decided which topics are worth extended treatment and which
may be touched upon more briefly? Which lend themselves to student in¬
quiry, to use of primary sources, and which to other pedagogical approaches?
A Note on Textbooks. It is now commonplace that teaching exclusively from
a textbook is not enough; other materials are indispensable. But it is equally
clear, though not yet commonplace, that a well-written, balanced, and inclu¬
sive textbook gives students a frame within which to locate particular ques¬
tions, topics, personalities, and episodes that teachers choose to stress. A text¬
book can serve as a time and story line students can carry with them and can be
a useful reference. When used in conjunction with other sources, textbooks
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can help students to gain perspective, acquire knowledge, and refine their intel¬
lectual powers.
Choosing Pedagogical Approaches. Teachers should have the authority to
choose and vary their methods of instruction and pedagogical approaches. To
choose wisely—in light of the students at hand and of the content knowledge
and skills to be acquired or refined, rather than because of idiosyncratic teacher
preferences—teachers need to have genuine command of artistry in teaching.
In practice, one teacher may be particularly skillful at leading discussion, an¬
other at lecture, a third at coaching, a fourth at providing critical but encourag¬
ing commentary on student work; one may be particularly deft in teaching read¬
ing, another inspiring because of passionate love of the subject, a third splendid
in teaching debate because especially skillful in logic and argumentation; one
may be most at home in a science laboratory, still another especially deft in
helping students learn to memorize and dramatize. But it is not enough for
teachers to be skillful in only one or two approaches.
In the arts of teaching, as elsewhere, teachers need to learn from one another.
Released time should be provided for teachers to attend classes of other teach¬
ers who are distinguished by their accomplishments, to learn from them how to
command and apply different pedagogical approaches effectively. Obviously,
teachers must also have attained the Core Knowledge and skills of reasoning,
reflection, and research they expect their students to learn. '
Once a teacher has acquired a rich pedagogical repertoire, he or she can make
appropriate changes of pace and method, thereby avoiding stultifying overuse
of any particular method and reducing the risk of student boredom and distrac¬
tion. Combining a pedagogical repertoire with Core Knowledge and reason¬
ing skills, a teacher can move adeptly among the subject areas and Study
Strands, demonstrating interconnectedness and inviting thoughtful initiatives
by students. In the work of such teachers with students and colleagues, more
than in any state-developed curriculum framework, a curriculum and the courses
in it come to life.
C.

Assessment
Curriculum and course planning and implementation, as well as teaching, aim
above all at high-quality educational opportunity and expectations and solid
student achievement. Teachers tell how well students are learning by daily
observation; review of assigned classroom work and homework, including writ¬
ing and rewriting, quizzes, examinations; and by portfolios that disclose change
and progress over time—and sometimes inspire ongoing or renewed effort.
Every good teacher knows that although all student work can be graded, some
assessment can be quantified, and some is qualitative. Misspellings, gram¬
matical mistakes, logical errors, and mistakes of simple fact can be counted.
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But beyond counting, it requires good literary judgment and taste to appreciate
the difference between a student essay that is free of such errors and a student
essay that is well organized, adds depth and complexity, and that reaches to the
eloquent turn of phrase and the insightful choice of vocabulary. Leading stu¬
dents to the highest levels of achievement depends on a teacher s refined sense
of quality as well as a clear sense of the relevance of the quantifiable.
The Massachusetts Comprehensive Assessment System examinations for grades
4, 8, and 10 are to be based on the Core Knowledge, Learning Standards,
and skills of the curriculum frameworks in the subject areas. Designing cur¬
ricula and courses, and teaching students, with a focus on the Core Knowl¬
edge, Learning Standards, and skills of the frameworks—some of them quan¬
tifiable and some not—should therefore both contribute to student progress
and prepare students for the state assessments. If curricula across grades and
grade spans, course syllabi, and teaching are informed by the frameworks, the
state assessments should complement teaching and learning and provide valu¬
able information to teachers, parents, schools, and citizens of the Common¬
wealth.
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APPENDIX A
American Political Documents

Recommended for Study in History and Social Science
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Roosevelt, First Inaugural Address.
Item appears in English Language Arts Framework.

The Declaration of Independence*

..

iv is; V21,27, ix 87,90.129,130,133

The Constitution of the United States*

tv 15; v 21,28; ix 87,129133

Selected Federalist papers,* Nos. 1, 9,10,14, 23,39,47,48, 51,57, 58, 62, 63, 70-72, 78, 84
1X95,97, 130

Excerpts from “Letters from the Federal Farmer,” or some other prominent Anti-Federalist
author; v 28; ix 130
George Washington, Letter to the Hebrew Congregation of Newport (1790); v 21
_, Farewell Address (1796)
Thomas Jefferson, First Inaugural Address (1800)
Webster-Hayne Debate (excerpts, 1830)
Alexis de Tocqueville, Democracy in America * (one-volume abridged edition edited by
Richard Heffner, New American Library paperback)
Abraham Lincoln, “On the Perpetuation of Our Political Institutions” (Address to the
Young Men’s Lyceum of Springfield, Illinois, 1838)*
_, Gettysburg Address (1863)*;iv 15; v 22,31; ix 130
_, Second Inaugural Address (1865); iv 15; v3i-,ix9o
Frederick Douglass, Fourth of July Oration (1852)
f

__, Oration in Memory of Abraham Lincoln (1876)*
Woodrow Wilson, Fourteen Points Address (1918); v 34
Franklin D. Roosevelt, Commonwealth Club Address (1932)
Martin Luther King, Jr., Letter from Birmingham City Jail (1963)*
John F. Kennedy, Inaugural Address (1961)*
Ronald Reagan, Speech at the Berlin Wall (1982)
Excerpts from some major opinions of the U.S. Supreme Court (including major concur¬
ring and dissenting opinions), including Marbury v. Madison, McCulloch v. Mary¬
land, Dred Scott v. Sanford, Plessy v. Ferguson, National Labor Relations Board v.
Jones & Laughlin, Schenk v. United States, Brown v. Board of Education, Roe v.
Wade, Univ. of California Regents v. Bakke; iv 15,16; v 29,32,39; ix 134
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APPENDIX B
Recommended Reading

The following are lists of readings, and historical or legendary figures whom children may
leam about through biography and history narrative. Most of the figures in the first list (1),
prepared by Diane Ravitch, appear in Section V, Subtopics and in Section IX, Examples.
The second list (2) is drawn directly from these sections.
Many list items, in particular the first section of tales, belong to the study of both history
and English language arts; teachers should also consult the English Language Arts Frame¬
work.
1.

Curriculum readings for young children prepared by Diane Ravitch

The early grades—from pre-kindergarten through grade three—are a time in which
young children begin to leam about the wider world. They enjoy learning the stories,
songs, symbols, and poems that have delighted children for generations and that serve
as a sturdy foundation for future learning; these stories also provide the basis for class
projects and activities. They also need to leam about the lives of men and women who
have helped to shape the world; by learning about these people, children find out how
adults have made choices in their lives, how they have chosen careers and embarked on
journeys that have had large consequences for themselves and others.
Folk Tales, Fairy Tales, common allusions

Aesop Fables V *
Mother Goose rhymes *
Hans C. Andersen, Fairy Tales, e.g., Emperor’s New Clothes, Ugly Duckling v *
Aladdin and the Wonderful Lamp V
The Boy Who Cried Wolf V *
Chicken Little
V Item appears in the body of the Framework,
Tortoise and the Hare *
although not all are included for study by
Greek and Roman myths V *
young children.
Humpty-Dumpty
* Item appears in the English Language Arts
Goldilocks and the Three Bears
Framework, although not all are included for
Jack and the Beanstalk V
study by young children.
Pied Piper of Hamelin
Robinson Crusoe *

Legends, Tall Tales, Heroes of the Frontier

Billy the Kid
Pecos Bill
Mike Fink
John Henry V *
Johnny Appleseed V
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Legends, Tall Tales, Heroes of the Frontier (continued)
Jesse James
Belle Starr
Geronimo V
Paul Bunyan *
Ethan Allan
William Cody/Buffalo Bill *
Daniel Boone V *
Kit Carson
Wild Bill Hickok
Davy Crockett V *

Biographies: Lives of People Whom Children Should Know About
Christopher Columbus V
George Washington V
Thomas Jefferson V *
Patrick Henry V
Nathan Hale V
Paul Revere V *
Benjamin Franklin V *
Benjamin Banneker V
Francis Scott Key V
Andrew Jackson V
Meriwether Lewis and William Clark
John Paul Jones V
Susan B. Anthony V *
Clara Barton
Alexander Graham Bell V *
Marie Curie. V *
Louis Pasteur V
George Washington Carver
Frederick Douglass V *
Jane Addams V
Thomas Alva Edison V *
Sojourner Truth V
Albert Einstein V
Robert Fulton V
Ulysses S. Grant V
Robert E. Lee V
Abraham Lincoln V *
Elizabeth Cady Stanton V
Harriet Tubman V
Sacajawea V
Booker T. Washington V *
W.E.B. DuBois V *
Theodore Roosevelt V *

V

V Item appears in the body of the Framework,
although not all are included for study by
young children.

* Item appears in the English Language Arts
Framework, although not all are included for
study by young children.
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Biographies: Lives of People Whom Children Should Know About
(continued)
Wright Brothers V *
Langston Hughes V *
Zora Neale Hurston V *
Amelia Earhart
Marion Anderson
Helen Keller V *
John F. Kennedy V *
Thurgood Marshall
Florence Nightingale V
Rosa Parks \
Winston Churchill V *
Eleanor Roosevelt V *
Franklin D. Roosevelt V *
Albert Schweitzer
Ralph Bunche
Jackie Robinson
Martin Luther King, Jr. V *
Cesar Chavez V
Patriotic Symbols and Songs
Statue of Liberty V
Liberty Bell
My Country ‘Tis of Thee
America the Beautiful V
Star Spangled Banner V
Pledge of Allegiance V
Folk Songs
O Susanna; On Top of Old Smoky; etc.

2.

Additional Historical Figures Cited in the PreK-4 Sections
of the Framework
John Hancock
John Adams
Sam Adams
Crispus Attucks
Balboa
Magellan
The Cabots
Hudson
Cartier
Squanto and Massasoit
John Smith
Pocahontas
Powhatan
William Bradford

V Item appears in the body of the Framework,

although not all are included for study by
young children.
*

Item appears in the English Language Arts
Framework, although not all are included for
study by young children.
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2.

Additional Historical Figures Cited in the PreK-4 Sections
of the Framework (continued)
Roger Williams
Anne Hutchinson
John Winthrop
William Penn
Metacomet, “King Philip”
John Singleton Copley
Deborah Sampson
Molly Pitcher
James Madison
Dolley Madison
Eli Whitney
Henry Wadsworth Longfellow *
James Fenimore Cooper *
Washington Irving *
Sam Houston
Crazy Horse
Sitting Bull
Chief Joseph
Moses
David & Solomon
Xerxes
Alexander the Great
Julius Caesar
Jesus of Nazareth *
Muhammed
Charlemagne
King John
Marco Polo
Michelangelo
Leonardo da Vinci
Martin Luther
Copernicus
Galileo
Napoleon
Charles Darwin
Gandhi
Adolf Hitler
Joseph Stalin

.
V Item appears in the body of the Framework,

although not all are included for study by
young children.
*

Item appears in the English Language Arts
Framework, although not all are included for
study by young children.
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APPENDIX C
Massachusetts Museums, Historic Sites, and State Parks

Adams National Historic Park

Cape Cod Museum of Natural History

P.O. Box 531
Quincy, MA 02269-0531
(617)773-1177

PO Box 1710
Brewster, MA 02631
(508) 896-3867, FAX (508) 896-8844

Addison Gallery of American Art
Chapel Avenue
Andover, MA 01810
(978) 749-4017, FAX 749-4025

Charles River Museum
154 Moody Street
Waltham, MA 02154
(781) 893-5410

Arrowhead
Berkshire Country Historical Society

Chesterwood
P. O. Box 48
Stockbridge, MA 01262
(413) 298-3579

780 Holmes Road
Pittsfield, MA 01201
(413) 442-1793
The Berkshire Museum
39 South Street
Pittsfield, MA 01201
(413) 443-7171, FAX (413) 443-2135
Blackstone Valley National Historical
Corridor
One Depot Square
Woonsocket, RI 02895
(401) 762-0250
Boston National Historic Park
The People and Places Program
15 State Street
Boston, MA 02109
(617) 242-5690, FAX (617) 223-5022
Boston Tea Party Ship and Museum
Congress Street Bridge
Boston, MA 02210
(617) 338-1773
Bostonian Society/Old State House
206 Washington Street
Boston, MA 02109
(617) 720-3292, FAX (617) 720-3289

The Children’s Museum
300 Congress Street
Boston, MA 02210
(617) 426-6550, FAX (617) 426-1944
Children’s Museum at Holyoke
444 Dwight Street
Holyoke, MA 01040
(413) 536-7048, FAX (413) 533-2999
Sterling and Francine Clark Art Institute
Smith Street
Williamstown, MA 01267
(413) 458-8109
The Commonwealth Museum and State
Archives
220 Morrissey Boulevard
Boston, MA 02125
(617) 727-9268
The Computer Museum
300 Congress Street
Boston, MA 02210
(617) 426-2800 x 329
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Massachusetts Museums and Historic Sites, and State Parks

Concord Museum
200 Lexington Road, Box 146
Concord, MA 01742
(978) 369-9763, FAX (978) 369-9660
DeCordova Museum and Sculpture Park
51 Sandy Pond Road
' Lincoln, MA 01773-2600
(978) 259-3604
Essex Shipbuilding Museum
Waterlane Center
66 Main Street, PO Box 277
Essex, MA 01929
(978) 768-6441
Fitchburg Art Museum
185 Elm Street
Fitchburg, MA 01420
(978) 345-4207, FAX (508) 345-2319
Fruitlands Museum
Prospect Hill
Harvard, MA 0451
(978) 456-3924
Fuller Museum of Art
455 Oak Street
Brockton, MA 02401-1399
(508) 588-6000
Hancock Shaker Village
P.O. Box 927
Pittsfield, MA 01202
(413) 443-0188

,

Harvard University Museums
• Cultural and Natural History
26 Oxford Street
Cambridge, MA 02138
(617) 496-5402, FAX (617) 495-7535
• Busch-Reisinger, Fogg, and Sackler Art
Museums
32 Quincy Street
Cambridge, MA 02138
(617) 495-9400

Heritage Plantation
PO. Box 566
Sandwich, MA 02563
(508) 888-3300
Higgins Armory Museum
100 Barber Avenue
Worcester, MA 01606
(508) 853-6015
Historic Deerfield, Inc.
Box 321
Deerfield, MA 01342-0321
(413) 774-5581
House of Seven Gables
54 Turner Street
Salem, MA 01970
(978) 744-0981
Isabella Stewart Gardner Museum
2 Palace Road
Boston, MA 02115-5897
(617) 278-5123, FAX (617) 232-8039
The Jackson Homestead
527 Washington Street
Newton, MA 02158-1433
(617) 552-7238
John F. Kennedy Library & Museum
Columbia Point
Boston, MA 02125
(617) 929-4553, FAX (617) 929-4538
Kendall Whaling Museum
(781)784-5642
27 Everett Street
Sharon, MA 02067
Lexington Historical Society
Hancock-Clarke House, Buckman Tavern,
Munroe Tavern
P. O. Box 514, Lexington, MA 02173
(781) 861-0928
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Marine Museum at Fall River
70 Water Street
Fall River, MA 02721
(508) 674-3533
Mead Art Gallery, Amherst College
Amherst, MA 01002
(413) 542-2335
Minuteman National Historic Park
Battle Road-Route 2A
Lexington, MA 02173
(617) 862-7753
Mount Holyoke Art Museum
South Hadley, MA 01075
(413) 538-224
Museum of Afro-American History/
African Meeting House
46 Joy Street/8 Smith Court
Boston, MA 02114
(617) 742-1854
Museum of American Textile History
491 Dutton Street
Lowell, MA 01854
(978)441-0400
Museum of Fine Arts, Boston
465 Huntington Avenue
Boston, MA 02115
(617) 369-3309, FAX (617) 267-9328

Nantucket Historical Association
Nantucket, MA 02554
(508) 228-1736
New Bedford Whaling Museum
18 Johnny Cake Hill
New Bedford, MA 02740
(508) 997-0046
New England Aquarium
Central Wharf
Boston, MA 02110
(617) 973-5232, FAX (617) 720-5098
New England Science Center
222 Harrington Way
Worcester, MA 01604-1899
(508) 791-9211
Norman Rockwell Museum
9 Glendike Road
PO Box 308
Stockbridge, MA 01262
(413) 298-4100x260
Old Colony Historical Society
66 Church Green
Taunton, MA 02780
(508) 822-1622
Old Schwamb Mill
17 Mill Lane
Arlington, MA 02174
(781)643-0554 FAX (781) 648-8809

Museum of the National Center of
Afro-American Artists
300 Walnut Avenue
Boston, MA 02119
(617) 442-8614

Old South Meeting House
310 Washington Street
Boston, MA 02108
(617) 482-6439

Museum of Our National Heritage
33 Marrett Road
Lexington, MA 02173
(781) 861-6559

Old Sturbridge Village
Museum Education Department
One Old Sturbridge Village Road
Sturbridge, MA 01566
(508) 347-3362, FAX (508) 347-5375

Museum of Science
Science Park
Boston, MA 02114-1099
(617) 723-2511

APPENDIX*

Massaehttsetts Museums and Historic Sites, and State Parks

Orchard House/Home of the Alcotts
399 Lexington Road
Box 343
Concord, MA 01742
(978) 369-5617, FAX (978) 369-1367
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APPENDIX C {CONTINUED):
APPENDIX C

Massachusetts Museums and Historic Sites, and State Parks

Paul Revere House
19 North Square
Boston, MA 02113
(617) 523-1676
Peabody Museum/ Essex Institute
East India Square
Salem, MA 01970
(978) 745-1876
Pilgrim Hall Museum
75 Court Street
Plymouth, MA 02360
(508) 746-1620
Plimoth Plantation
P.O. Box 1620
Plymouth, MA 02362
(508) 746-1622
Salem Maritime National Parks and
Historic Site
174 Derby Street
Salem, MA 01970
(978) 740-1680
Saugus National Park Ironworks
244 Central Street
Saugus, MA 01906
' (781)233-0050
Schooner Emestina Commission
State Pier, P.O. Box 2010
New Bedford, MA 02741-2010
(508) 992-4900, FAX (508) 984-7719
Shirley Eustis House
33 Shirley Street
Roxbury, MA 02119
(617) 442-2275
Smith College Art Museum
Tyron Hall
Elm Street at Bedford Terrace
Northampton, MA 01063
(413)584-2700

Society for the Preservation of New
England Antiquities
141 Cambridge Street
Boston, MA 02114
(617) 227-3956
Springfield Armory
One Armory Square
Springfield, MA 01105-1299
(413) 734-8551
Springfield Museums
• Museum of Fine Arts
G.W.V. Smith Museum
• Connecticut Valley Historical Museum
Springfield Science Museum
220 State Street
Springfield, MA 01103
(413) 739-3871
Storrowton Village Museum
1305 Memorial Avenue
West Springfield, MA 01089
(413)787-0316
Tsongas Industrial History Center,
Boott Cotton Mills Museum
400 Foot of John Street
Lowell, MA 01852
(978) 970-5080, FAX 970-5085
U.S.S. Constitution & Museum
Charlestown Navy Shipyard
P.O. Box 1812
Boston, MA 02129
(617) 426-1812
Wellesley College Art Museum, Jewett
Center
Wellesley, MA 02181
(781)235-0320
Williams College Museum of Art
Main Street
Williamstown, MA 01267
(413) 597-2429
Worcester Art Museum
55 Salisbury Street
Worcester, MA 01609-3196
(508) 799-4406, FAX (508) 798-5646
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Division of Forests and Parks
100 Cambridge Street
Boston, MA 02202
(617) 727-3180
toll-free in Massachusetts (800)831-0569
These parks include natural reservations,
monuments, historical estates, and
historical industrial, agricultural, and
maritime sites. A brochure is available
from the Division of Forests and Parks
describing the sites in greater detail.
Berkshires
• Mt. Greylock State Reservation
Lanesborough (natural)
(413) 499-4262
• Natural Bridge State Park
• Western Gateway Heritage State Park
(Hoosac Tunnel)
North Adams (industrial)
(413) 663-6312
Connecticut River Valiev
• Gardner Heritage State Park
Gardner (industrial)
(978) 630-1497
• Holyoke Heritage State Park
Holyoke (industrial)
(413) 534-1723
• Skinner State Park
Hadley (natural)
(413) 586-0350
Central
• Blackstone River and Canal Heritage
State Park
Uxbridge (industrial)
(508) 278-6486
• Moore State Park
Paxton (industrial)
Northeast
• Bradley Palmer State Park
Topsfield (estate)
(978) 887-5931
• Great Brook Farm State Park
Carlisle (natural, agricultural)
(978) 369-6312

Northeast (continued)
Halibut Point State Park
Rockport (industrial)
(978) 546-2997
• Lawrence Heritage State Park
Lawrence (industrial)
(978) 794-1655
• Lowell Heritage State Park
Lowell (industrial)
(978)453-0592
• Maudslay State Park
Newburyport (estate)
(978) 465-7223
Greater Boston
• Borderland State Park
Easton (estate)
(508) 238-6566
• Boston Harbor Islands Park
Hingham (natural)
(781)740-1605
• Lynn Heritage State Park
Lynn (industrial)
(781)598-1974
• Roxbury Heritage State Park
Roxbury (house museum)
(617)445-3399
• Walden Pond State Reservation
Concord (natural)
(978) 369-3254
Southeast
• Dighton Rock State Park
Berkley (museum)
(508) 644-5522
• Fall River Heritage State Park
Fall River (industrial, maritime)
(508) 675-5759
• Myles Standish Monument State
Reservation
Duxbury (monument)
(781) 866-2580
• Pilgrim Memorial State Park
Plymouth (monument)
(508) 866-2580
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^ppENDIX E
, Letter of Request to Interview Teachers
through the Directors of History Departments
in Massachusetts
, Copy of the Consent Form
■ Copy of the Three Interview Questions and
the Subquestions
• Copy of the University of Massachusetts
Human Subjects Review Forms
Margaret Harris
September, 2003
The Experiences of High School Teachers
in

Massachusetts with The History and Social

Science Curriculum
Department of Education

■ P.O.Box 1213
Oak Bluffs, MA 02557
May 1,2001
To: History andrSocial Studies Dept. Head/ Coordinator:
Let me introduce myself. My name is Margaret (Marge) Harris and I am a full¬
time History teacher at Martha’s Vineyard Regional High School. Presently, I am
concluding my two-year sabbatical with the Massachusetts Department of Education
working as a content specialist on educational reform. However, I am now writing to you
as a doctoral student at the University of Massachusetts, Amherst, MA informing you. of
my dissertation topic, which is:
-

Interviewing Massachusetts High School Teachers on their Experiences
with the Framework in History and Social Science.
-

I want to interview a number of high school teachers from across the state of
Massachusetts who will volunteer to help me with my dissertation work. My goal is to
get a sample of teachers from different geographic regions of the state and from public
urban, rural and suburban high schools that have had at least five years experience
teaching either World History and/ or US history. My work will consist of three ninetyminute interviews based on their work with curriculum prior to the framework, their use
of the present framework, and how do they make sense of the changes in Massachusetts
education due to education reform and the framework. Lintend to begin to conduct these
interviews primarily this summer at a convenient time for the interviewees.
From this study, I should be able to:
a. get constructive feedback on the experiences of teachers prior to the
Histoiy and Social Science framework.
b. understand what differences have occurred in curriculum planning
since teachers have begun to align their required course curriculum
with the framework.
c. acquire understanding of criticisms from teachers on what works and
doesn’t work in the framework.
d. analyze collected data and research in light of teacher education and
professional development offerings.
Please give this letter and attached form to teachers, in your department, who may
be willing to help in this very important endeavor. I also welcome you, as a department
coordinator to be interviewed, however only if your position includes teaching.
Thank

ucator/ Doctoral Student

SIGN-UP FORM (to be returned in the enclosed addressed envelope)
If you are willing to help me in this project, please provide the following information.
Date:_
Name:_
Address

-

_

-

Phone Number where you can be reached over the summer?___
What Subjects do you teach?_

~_~

What Grade level?_Number of Years teaching at this grade level?_

Thank you for helping in this project. I truly appreciate your participation.
I will send a formal contract once I have the fifteen participants representative of
teachers across the state of Massachusetts.

WRITTEN CONSENT FORM:
I, Margaret Hams, a high school Social Studies teacher and a University of Massachusetts
doctoral student am interviewing teachers in order to better understand “What are the Experiences of
Massachusetts teachers with the the History and Social Science Framework?”

PURPOSE OF MY STUDY?
As an educator and teacher of high school students in US History, I feel strongly that we have to
hear each other s stories, our history, in order to better understand each other and to grow as an educated
society. Through interviewing teachers regarding the curriculum reform prior to the Massachustts
framework, since the framework, and in the meaning of the framework, I will be able to develop a data
base that wall reflect the information gathered from these interviews in order to better analyze and
understand the experiences of teachers working with this document. From this study, I will able to
organize patterns of common responses and understandings and these results could effect teacher education
in Massachusetts, as well as professional development throughout the United States.
PARTICIPANT INFORMATION.
1. Unless I hear differently, I will protect your identity by using a pseudonym.
2.1 will be sharing the collected audio tapes with others in classroom settings, in various educational
workshops, and at conferences as well as in published works.
3.1 will be the only one transcribing the tapes and written materials from the interviews
4.1 will be conducting various workshops using the work I have collected or am in the process of
collecting. I will publish my work inclusive of the interviews that I collect. I will be using direct quotes
from the work collected.
5. The participants have the “right of review” and this will be honored during the interview process
however, upon completion of the three interviews, the work becomes the sole domain of the interviewer
6. You are free to disclose only the information you feel comfortable sharing and you have the right to
withdraw from the study without any prejudice to you.
STRUCTURE OF THE INTERVIEWS: I will use a phenomenological approach comprised of three
ninety-minute interviews for each interviewee. The interviews will be audio-taped.
RESULTS OF THE WORKI will widely disseminate my work both in the classroom and in the greater community of the university as
well as in world-wide educational workshops and conferences. I intend to publish my work in article
format both as it is in process and as completed work. I will collect these histories as part of mv
dissertation work. I intend to publish books from my collected dissertation work
SPECIAL REQUESTS BY PARTICIPANTS:

SIGNATURES:
I, the participant, have read all of the above and agree to all terms as stated and freely sign this consent
form with Margaret Harris, the researcher and teacher:
(Name)

(Date)_

k™^AlrCher’
HaVe ^ a" °fuhe !b°Ve a"d 3gree *° a" ^terms as stated and free'y sign this consent
form
with -__>
the above stated participant:
(Name)

(Date)

The Three Interview Series;
According to Seidman 1998),..in-depth, phenomenological interviewing involves
conducting a series of three separate interviews with each participant.” (pi 1)
Interview One: focused on life history of the interviewee
* Tell me about yourself (your history and background in education, schooling experiences,
teaching years, experiences in developing curriculum,and teaching of History) prior to the
state framework.”

Interview Two: The “now” of the interview. Tell about their experiences now as
teachers in developing curriculum and assessment.
* What is your experience now in curriculum development and teaching of History with
the State framework in History and Social Science (1997)? What do you consider
positive in the current curriculum framework and why? What needs revision and why? “

Interview Three: The meaning. Given what you said about your history in curriculum
development and assessment, where do you see the Massachusetts framework and
assessment leading to?
“What do these ed reform changes mean to you? How do you make sense of these changes?
How do you understand them? How do you think about them in your life as a teacher.
* (In this last interview, I am trying to get the participant to reflect on his/ her experience).
What meaning do you make of your experience with education reform, the curriculum framework,
of MCAS? How do you understand how it has affeced your expeirence as a teacher and
your sense of yourself as a teacher.”

Interview One
Overview: Tell me about yourself, your family, your experiences in school beginning with your
earliest years in school, your teaching years and experiences in developing curriculum prior to
the existing framework in History (1997).

1.
2.
3-

Type of school? Describe your school, (public, urban, progressive, parochial, traditional etc.)
Did your school encourage your parents to be involved?
What are some memorable experiences in your school life from earliest school years through
Grade 12?

4.
5.

During your school years, did you learn about other groups of people? Cultures? Ethnicities?
What influence did your parents and or any specific teachers have on your deciding to
become a teacher?

6.

Tell me about your teaching career—where did you teach? What did you teach? What
schools did you teach in?
Did the schools that you taught in, prior to 1997, provide you with a curriculum?
How did you write and organize curriculum prior to the framework?

7.
8.

Interview Two
Overview: What is your experience now in curriculum development and the teaching of History
with the State framework in History and Social Science (1997)?

1.
2.
3.
4.
5.

6.
7.
8.

How have you adapted your curriculum to the framework?
How has it effected your teaching?
What do you find is positive about the existing framework?
What would you change in it?
Do you feel that the content in the existing framework encourages learning about other
people of the world, other cultures, and ethnicities?
What has been the professional development associated with the framework?
Give-me some examples of your working with the framework.. .lessons
How do you write and organize curriculum now with the framework?

Interview Three
Overview: What do these changes mean to you? How do you make sense of these changes? How
do you understand them? How do you think about them in your life as a teacher? What meaning
do you make of your experience with education reform? the curriculum framework? How do you
understand how these educational reforms have affected your experiences as a teacher?

1.
2.

What are your ideas on the national movement in education reform?
To you, upon reflection, what are the major changes that have occurred due to the
framework?

3.

How do the changes that you speak of, due to the framework, affect the way that you teach
and what you teach?

4.

If you have made changes in how you teach, as a result of the existing framework, and now
as you look at these changes in light of your own educational experiences, how do vou now
feel about these changes?

5.

Some folks say “we teach as we have been taught”, how has the framework either changed or
supported the way that you teach?
How has the framework impacted learning?

6.
7.
8.

As you know, the present framework is under revision, what changes would you make in the
framework?
Any closing comments?

Memorandum

From:

The Human Subjects Review Committee

To:

School of Education Doctoral Students and Other Researchers

Subject:

Doctoral Form 7 A, Human Subjects Review and Informed Written Consent Form

Among the notions central to research with humans are the following three:
1.

Participation in research is voluntary

2.

Voluntary participation is based on being informed

3.

The researcher must guard against making participants vulnerable

Federal guidelines and University of Massachusetts policy indicate that in order to act consistently
with the above notions, in most cases when researchers wish to do research using human
participants, the researcher must seek the informed written consent of the participants.
Unless the Chair of your committee signs Form 7 A saying that you are not working with human
participants, in most cases you must develop an informed consent form which meets the following
guidelines.1 The Human Subjects Review Committee will review your consent form with these
guidelines in mind.
The Written Consent Form:
1.

Indicates:
a.
Who the researcher is;
b.
What the researcher proposes to do; and
c.
For what purpose.

2.

Informs the participants of any risks they may be taking by participating.

3.

Informs the participants of their rights:
a.
Their right to withdraw from part or all of the study at any time; and
b.
Indicates position on the right to review material.

4.

Informs the participants about how names will be used:

^hese guidelines are taken from Chapter 6 of Interviewing as Qualitative Research, by
Seidman, I.E., (1991) New York: Teachers College Press.

Doctoral Form 7A, Human Subjects Review and Informed Written Consent Form
Page Two

a.
b.

Clear on whether the researcher will seek to protect the participants’ identity or
not; and
Clear on pseudonyms or other steps taken to protect identity.

5.

Informs participants on:
a.
How results will be disseminated; and
b.
Is reasonable on projected benefits.

6.

Indicates that participants are free to participate or not without prejudice.

7.

Provides for consent to appropriate adults in the case of children.

8.

Deals with other issues of concern specific to the research project.

These guidelines should assist you in developing a written consent form. To further assist you,
examples of written consent forms used for interview studies and a memo concerning what might
be appropriate for questionnaire and survey studies are available in the Graduate Program Office.
Use the above guidelines and the examples to guide you in developing a written consent form
appropriate to your research project.
If you wish further guidance, doctoral students may consult with the Human Subjects Review
Coordinators.

Memorandum

From:

The Human Subjects Review Coordinators

To:

Doctoral Students Doing Survey or Questionnaire Studies

Subject:

Appropriate Informed Consent

When do you need to get individual written consent of your participants when you are collecting
data by means of a questionnaire or a survey?
If you are doing research in which a survey instrument or questionnaire is a means
of your obtaining data and the questionnaire depends on your participants written
response in their own words, then individual written consent from the participant is
most likely necessary. The guidelines for your written consent form are described
in our preceding memo.
If your survey instrument or questionnaire solicits information that is controversial
or sensitive and could in any way make your participant vulnerable, you should
secure individual written consent.
If your questionnaire or survey asks for identifying information about your
participants, such as name, address, telephone number, place of work or study, or
other information that could lead to the identification of your participants, then
you should solicit individual written consent.
If your sample is small and because of that small size your participants are
potentially identifiable, you should secure individual written consent.
If any one of the above conditions apply to your research approach, you must
secure the individual written consent of your potential participants.
When do you not need to get individual written consent of your participants when you are
collecting data by means of a questionnaire or a survey?
If you are doing research in which a survey instrument or questionnaire is a means
of obtaining data, you may not have to solicit individual written consent from your
participants if all the following characteristics describe your questionnaire or
survey:
0

The survey is a true/false, multiple choice, or fill in the blank type of survey. It
does not rely on the language of the participants.

Appropriate Informed Consent
Page Two

The participant’s responses to the survey would not make him or her

•

vulnerable in any way. No risk is involved in the participants’ completing and
submitting the survey or questionnaire.
•

The results of the survey are to be reported in the aggregate and not by
individual. Individual participants in the study would not be identifiable.

If all the above conditions describe your research, you do not have to secure individual written
consent. If any one of these conditions does not apply, then you most likely have to secure
individual written consent from each participant.
If you are surveying students or teachers in a school or a system or other members of an
organization or institution, you may have to secure the consent of the appropriate officer or
administrator of that organization in order to conduct the survey.
Even if you do not need to get individual written consent of your participants, you will still have
an ethical obligation to inform your participants about the following:
•

Who you are and how you can be contacted;

•

The nature of your research;

•

What rights your participants have, for example, to withdraw from part or all of the study
at any time, or to review the results;
That you will not use their names in the study;
That participation in the study is voluntary and their decision to participate or not to
participate will in no way be prejudicial to them; and finally
Children below the age of 18 must have the consent of their legal guardians to participate.

•
•
•

The way to inform your participants about these conditions is to address them in an introductory
paragraph to your questionnaire or survey instrument or in a cover letter. The final sentence of
the introductory paragraph or cover letter should be something like: “Your informed consent to
participate in the study under the conditions described is assumed by your completing the
questionnaire and submitting it to the researcher. Do not complete the questionnaire or hand it in
if you do not understand or agree to these conditions.”
When you submit Form A, include a copy of your introductory paragraph or cover letter.
If you have questions about whether your survey or questionnaire requires anything beyond the
introductory paragraph we are suggesting above, please contact your dissertation chairperson or a
member of the Human Subjects Committee.

Sample Informed Consent Letter
Study of the University of Massachusetts at Amherst
Faculty’s Knowledge of Disabilities,
Experience With Educating Students With Disabilities,
And Attitudes That Faculty Possess Towards
Students With Disabilities

Consent for Voluntary Participation

I volunteer to participate in this qualitative study and understand that:
1. I will be interviewed by_using a guided interview format consisting of seven
questions.
2. The questions I will be answering address my views on issues related to disability-awareness
training for faculty of my college or school at the University of Massachusetts at Amherst. I
understand that the primary purpose of this research is to identify activities that will effectively
increase faculty awareness of disability.
3. The interview will be tape recorded to facilitate analysis of the data.
4. My name will not be used, nor will I be identified personally in any way or at any time. I
understand it will be necessary to identify participants in the dissertation by position and
college affiliation (e.g., a Department Head from the College of Engineering said. . .).
5. I may withdraw from part or all of this study at any time.
6. I have the right to review material prior to the final oral exam or other publication.
7. I understand that results from this survey will be included in_’s doctoral dissertation
and may also be included in manuscripts submitted to professional journals for publication.
8. Iam free to participate or not to participate without prejudice.
9. Because of the small number of participants, approximately twelve, I understand that there
is some risk that I may be identified as a participant in this study.

Researcher’s Signature

Date

Participant’s Signature

Date

The Human Subjects Review Committee will review your Informed Consent Form using the
following guidelines:

Human Subjects Review Committee
Review of Research Proposal Informed Consent Form

Date:

Name of Researcher:
Title of Project:
Does the consent form accomplish the
following:
1.

Indicates:
a.
What the research is;
b.
What the researcher
proposes to do; and
c.
For what purpose.

2.

Informs the participants of any risks
they may be taking.

3.

Informs the participants of their
rights:
a.
Their right to withdraw from
part or all of the study at any
time; and
b.
Indicates position on the
right to review material.

4.

Does it inform the participant about
how names will be used:
a.
Clear on issue of anonymity;
and
b.
Clear on pseudonyms or
other steps taken to protect
identity.

5.

Does it inform participants on:
a.
How results will be
disseminated; and
b.
Is it reasonable on projected
benefits.

Yes

No

Partially

Review of Research Proposal Informed
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Does the consent form accomplish the
following:
6.

Does it indicate that participants are
free to participate or not without
prejudice?

7.

Does it provide for consent of
appropriate adults in the case of
children?

8.

Other issues or concerns (use back
of page).

Yes

Partially

No

Decision of Committee: (circle appropriate decision)
Accept

Accept with Revision

Comments: (use back of page as appropriate)

Signature of Member of the Committee:

Revise

